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ABSTRACT 
 
Results from recent international assessments showed that the performance of South 
African learners in these international benchmarking assessments remained at rock 
bottom of the study rankings.  These results not only paint a dim picture of the ability, 
work ethic and attitude of learners in the South African schooling system, but it also 
calls into question the performance intent of educators. 
 
This study becomes very important against the background that learners being taught in 
South African classrooms are increasingly facing stiffer competition in the market place 
due to the phenomenon of globalisation.  The perception of the international community 
pertaining to the quality of teaching and learning in South African schools is bound to 
impact significantly on the keenness of foreign countries to engage with South Africa on 
a meaningful scale. 
 
The primary objective of the study is to improve the performance intent of school-based 
educators in the Uitenhage Education District.  More specifically, the study investigates 
the relationship between the performance intent of educators (the dependent variable) 
and motivation, commitment to profession, commitment to the leader, community 
engagement and professional development (the independent variables). 
 
Given the constraint of distance, the sample was limited to schools in the Uitenhage 
Education District, and for this reason, convenience sampling was used for purposes of 
this study.  Three hundred and sixty questionnaires were issued, of which 316 were 
returned (a response rate of 88%). 
 
The empirical results revealed all the independent variables impact significantly on the 
performance intent of educators at public schools in the Uitenhage Education District.  
The research findings cannot be generalised to all schools in the province because the 
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sampled schools compose only a relatively small portion of all schools in the Eastern 
Cape Province.  Recommendations for future research are also provided.  
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CHAPTER 1 
 
SCOPE OF THE STUDY 
 
1.1 INTRODUCTION 
 
In his Ministry’s diagnostic overview (June 2011), National Planning Minister Trevor 
Manuel found that the quality of schooling is sub-standard, especially in the township 
schools (Modisaotsile, 2012).  According to Mbuyisi Mgibisa of the South African 
Institute of Race Relations, the poor standards have been exacerbated by a large 
number of under-qualified or unqualified teachers who teach in overcrowded and ill-
equipped classrooms, with severely limited resources (Modisaotsile, 2012).   
 
A study conducted by the Human Sciences Research Council (HSRC) found that almost 
20 per cent of teachers are absent on Mondays and Fridays (Modisaotsile, 2012).  
Absentee rates increase to one-third at month end (Modisaotsile, 2012).  In February 
2011, Mrs Motshekga, the South African Minister of Basic Education, said she did not 
believe that the South African education system was in crisis, but she asserted that 
there was a lack of discipline and focus by teachers.  According to Mrs Motshekga 
“there is strong evidence suggesting that some poorly resourced schools nevertheless 
achieve good results because of strong leadership given by principals who insist that 
teachers come to school punctually, teach when they should teach, and remain sober”. 
This disciplined environment has proved to be conducive to good teaching and learning 
(Modisaotsile, 2012).   
 
The question then arises:  “What encourages educators in public schools to perform 
optimally and how can these performance levels be improved upon?”  The present 
study is located in the Uitenhage Education District of the Eastern Cape Department of 
Education, investigating the performance intent of educators in public schools. 
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The importance of the study is to investigate the performance intent of educators at 
public schools in the Uitenhage Education District and to analyse it on the basis of the 
motivation of educators, commitment to their profession, commitment to their leader, 
community engagement and professional development.  If the performance intent of 
educators could be maximised, it would lead to an improvement in their actual 
performance, which should spill over to improving the performance of the learners in 
their care.  The production of better quality learners will translate into better quality 
students and apprentices, which would improve the quality of the South African labour 
force.  This will impact positively on the South African economy faced with growing 
global competition.   
 
1.2 PROBLEM STATEMENT 
 
South Africa currently participates in a number of local and international tests of 
educational achievement. The recently implemented Annual National Assessments 
(ANAs), which are annual, nationally standardised tests of achievement for Grade One 
to Six and Nine, are one of the most important policy developments in the past 10 
years. This assessment provides some standardised measure of learning at the primary 
grades allowing for the early identification and remediation of learning deficits. They 
were implemented for the first time in February 2011, with the most recent round having 
been conducted in September 2012. Although the tests are marked and invigilated by 
teachers themselves, the 2011 ANAs were externally verified by the Human Sciences 
Resource Centre (HSRC) which re-marked a sample of scripts from Grades Three and 
Six. The 2012 ANAs were not externally verified, but the Department of Basic Education 
did undertake some form of internal moderation (Spaull, 2013).  
 
According to Spaull (2013), the 2011 tests, in agreement with most other available 
evidence, showed that the vast majority of pupils in South Africa are seriously 
underperforming relative to the curriculum; the 2012 ANAs showed impossibly large 
increases for the Foundation Phase (a year-on-year increase of forty-nine percent in the 
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case of Grade Three literacy) and have subsequently come under considerable critique 
by academics across the country (Spaull, 2013). While these tests are especially 
important in improving the quality of education in South Africa, their current 
implementation and lack of external verification reduces much of their value. 
 
Results from two international assessments, the Progress in International Reading 
Literacy Study (PIRLS) and the Trends in International Mathematics and Science Study 
(TIMSS), showed that the performance of South African pupils in these international 
benchmarking assessments remained at rock bottom of the study rankings.  On a scale 
of 0 to 1 000, pupils tested for English and Afrikaans in grade five achieved a score of 
421, described in the PIRLS report as "the lowest for benchmarking participants". The 
study was conducted in 49 countries. According to the PIRLS report, 43% of grade five 
pupils in South African schools have not developed the basic skills required for reading 
at an equivalent international grade four level. (Mail and Guardian, December 2012) 
 
Radical change affecting all aspects of life has been the order of the day during the past 
decade or two in South Africa and will probably continue for years to come.  The entire 
education system, in particular, which is often seen by politicians and governments as 
an instrument for social engineering and the creation of economic growth, is affected in 
this regard. Consequently, not only in South Africa, but in many countries, teachers 
have been faced with the task of continuously facilitating and implementing education 
reform that was designed without involving them. (Hargreaves and Bascia, 2000) 
 
In terms of the goals set for educational transformation since the change of government 
in 1994, the following are prominent: 
 
- Equity, because of the gross levels of inequality in education funding, reflected in 
the visible disparities between former-white and black schools; 
- efficiency, because of the high levels of wastage expressed in terms of high 
dropout and repetition rates; 
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- quality, because of the documented poor quality of teaching and learning in 
schools; 
- effectiveness, because of the poor response in educational performance to the 
high levels of funding to education; and 
- democracy, because of the legacy of authoritarian practices in education 
generally and the concomitant lack of parental participation in school governance 
(Jansen and Taylor, 2003). 
 
According to Landy and Conte (2007: 163), performance is something that people 
actually do and can be observed.  They argue that performance is what the organisation 
hires an employee to do, and do well.  Landy and Conte (2007) further assert that 
performance is not the consequence or result of action, but the action itself.  Mosoge 
and Pilane (2014) assert that for schools to meet the public and the governmental 
demands with regard to the academic performance of learners as well as to avoid 
sanctions, teachers’ performance should be continually improved through the action of 
performance management. Performance management is an aspect of accountability 
systems whereby teachers within the school are assisted by their supervisors to attain 
the standards expected of them (Mosoge and Pilane, 2014).  According to Singh (2005), 
as cited in Mosoge and Pilanne (2014), the role of the school management team is to 
implement performance management with the purpose of improving a school’s 
instructional programme and to satisfy educators’ developmental needs. 
 
1.3 RESEARCH OBJECTIVES 
 
1.3.1 Primary research objective 
 
The primary objective of the study is to improve the performance intent of school-based 
educators in the Uitenhage Education District by investigating the influence of 
motivation, commitment to profession, commitment to the leader, community 
engagement and professional development on the performance intent of educators. 
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1.3.2 Secondary research objectives 
 
To achieve the primary research objective, the following secondary research objectives 
are investigated:  
 
- The impact of motivation on the performance intent of educators in  public 
schools; 
- the impact of commitment to the profession on the performance intent of 
educators in public schools; 
- the impact of commitment to the leader on the performance intent  of educators  
 in public schools; 
- the impact of community engagement on the performance intent of  educators in 
  public schools; 
- the impact of professional development on the performance intent  of educators 
in public schools; 
- the implications of the above-mentioned investigations to improve the 
performance intent of educators in public schools. 
 
1.3.3 Research design objectives 
 
To achieve the above-mentioned primary and secondary research objectives, the 
following research design objectives were pursued:   
 
- To conduct a secondary literature review on the variables under investigation; 
- To construct a questionnaire for the collection of primary data for the study; 
- To conduct a pilot study in order to test and improve the questionnaire; 
- To make improvements to the questionnaire based on the findings and  
 recommendations of the pilot group; 
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- To execute the data collection process by delivering the questionnaire to a  
 stratified sample of at least 360 in 17 public schools in the Uitenhage Education  
 District; 
- to capture the data in an Excel computer software program; 
- to analyse the data using the STATISTICA Version 10 (2010) computer software  
 program; 
- to interpret the findings and draw conclusions; and 
- to present recommendations to management – both at school level as well as  
 district office level – on ways to improve the performance intent of educators. 
 
1.4 THE HYPOTHESES 
 
The study focuses on the relationships among the variables included in the present 
study.  The following null hypotheses were formulated in this regard: 
 
H01: Motivation as measured by the (a) remunerationn, (b) fringe benefits received,  
(c) respect received from peers, (d) respect received from the leader, (e) 
opportunities for growth and (f) actual job performance] exerts no influence on 
the performance intent of   school-based educators in the Uitenhage Education 
District. 
 
H02: Commitment to the profession exerts no influence on the performance intent of  
 school-based educators in the Uitenhage Education District. 
 
H03: Commitment to the leader exerts no influence on the performance intent of  
 school-based educators in the Uitenhage Education District. 
 
H04: Community engagement exerts no influence on the performance intent of  
 school-based educators in the Uitenhage Education District. 
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H05: Professional development exerts no influence on the performance intent of  
 school-based educators in the Uitenhage Education District. 
 
The above-mentioned hypotheses are graphically illustrated in Figure 1.1. 
 
FIGURE 1.1: THE CONCEPTUAL RELATIONSHIPS BASED ON THE NULL 
HYPOTHESES 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Performance 
intent of 
school-based 
educators 
Commitment 
to profession 
Commitment 
to leader 
Motivation 
(a) Remuneration 
(b) Fringe benefits 
(c) Respect from peers  
(d) Respect from leader 
(e) Growth factors 
(f)  Job performance 
 
Community 
engagement 
Professional 
Development 
H01 
(a – f) 
H02 
H03 
H04 
H05 
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1.5 RESEARCH METHODOLOGY 
 
1.5.1 Research paradigm 
 
Given that the researcher was intent on measuring the relationship between factors that 
impact on the performance intent of school-based educators, the researcher used the 
quantitative research methodology for the purpose of this study.  According to Leedy 
and Omrod, 2005: 94), the quantitative method is employed to answer questions 
pertaining to relationships and to measure the correlation between variables in order to 
explain, control and predict phenomena.  Collis and Hussey (2003: 163) assert that one 
of the main benefits of a quantitative approach to data collection is the relative ease and 
speed with which the research can be conducted.    
 
1.5.2 The research population and sample 
 
The research population consisted of all teachers at public schools in the Eastern Cape 
Province.  Given the constraint of distance, the sample was limited to schools in the 
Uitenhage Education District, and for this reason, convenience sampling was used for 
purposes of this study.  Three hundred and sixty questionnaires were issued, of which 
316 were returned (a response rate of 88%). The demographic composition of the 
sample is discussed in detail in Chapter 4. 
 
1.5.3 The measuring instruments 
 
Measuring instruments based on the literature review were used to measure the 
variables listed below: 
 
- Motivation 
- Commitment to profession 
- Commitment to leader 
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- Community engagement 
- Professional development 
 
The instruments were anchored to a five-point Likert scale ranging from strongly 
disagree (1) to strongly agree (5).  The measuring instruments are discussed in greater 
detail in Chapter 4.   
 
The computer programme STATISTICA Version 10 (2010) was used to analyse the 
data with regard to reliability and validity.  The data were analysed by using descriptive 
statistics, exploratory factor analysis and multiple regression analysis.  The data were 
then interpreted using the results from the data analysis. 
 
1.6 OUTLINE OF THE STUDY 
 
The study is divided into five chapters. 
 
Chapter 1 outlines the scope of the study, problem statement, the research objectives, 
the hypotheses and the research methodology. 
 
Chapter 2 comprises the literature review on motivation, commitment to the profession,  
commitment to the leader, community engagement and professional development and 
the performance intent of educators.   
 
Chapter 3 describes the hypothesised model to improve the performance intent of 
educators at public schools. 
 
Chapter 4 provides an outline of the research methodology used for this study.  This 
includes the research paradigm, the sampling design and the measuring instruments.  
This chapter also discusses the results of the validity and reliability assessments of the 
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instruments that were used in the study.  The empirical results are also summarised and 
interpreted in this chapter.   
 
Chapter 5 deals with the conclusion and managerial implications of the findings of the 
study.  Recommendations for possible future research are presented and limitations of 
the study are discussed. 
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CHAPTER 2 
 
LITERATURE REVIEW  
 
2.1 INTRODUCTION 
 
In this chapter, the researcher will describe the concept of job performance.  The 
hierarchical model of job performance of Campbell et al (1993) will be illustrated and 
explained.  Thereafter, the researcher will highlight some of the challenges facing 
schools, with specific reference to secondary schools, and investigate how such 
challenges impact on teachers’ job performance.  An in-depth discussion on motivation, 
commitment to the profession, commitment to the leader, community engagement and 
professional development will follow. 
 
2.2 CONCEPTUALISING JOB PERFORMANCE 
 
Landy and Conte (2007: 163) describe performance as something that people actually 
do and can be observed.  They argue that performance is what the organisation hires 
an employee to do, and do well.  According to the authors, performance is not the 
consequence or result of action, but the action itself. 
 
Landy and Conte (2007: 164) cite, illustrate and explain Campbell et al’s (1993) 
hierarchical model of job performance.  In terms of this model, there are three direct 
determinants of job performance, viz. declarative knowledge (DK), procedural 
knowledge and skill (PKS), and motivation (M).  Campbell et al’s. (1993) model 
suggests that variables such as ability, personality, interest, training, and experience 
have an indirect effect on performance, and that these variables can affect performance 
only by changing the level of DK, PKS or M. 
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FIGURE 2.1: THE HIERARCHICAL MODEL OF JOB PERFORMANCE ACCORDING   
TO CAMPBELL ET AL. (1993) 
 
 
 
                                              
 
  X                                                X                                                                    
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source:  Based on Campbell, McCloy, Oppler and Sager (1993) 
 
Campbell et al (1993) proceed to list eight distinct performance components, whilst 
cautioning that not all components will appear in all jobs. 
 
 
Declarative Knowledge 
(DK):  
Knowing about fact and 
things: an understanding of 
a given task’s requirements 
Facts 
Principles 
Goals 
Self-knowledge 
Procedural Knowledge and 
Skills (PKS): Knowing how to 
do things 
Cognitive skill 
Psychomotor skill 
Physical skill 
Self-management skill 
Interpersonal skill 
Motivation (M): Choices 
individuals make  
Choice to perform 
Level of effort 
Persistence of effort 
Ability 
Personality 
Interests 
Education 
Training 
Experience 
 
Motivational Elements 
From Theory 
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TABLE 2.1:  CAMPBELL’S EIGHT PERFORMANCE COMPONENTS + DEFINITIONS 
Job-specific task proficiency:  An individual’s capacity to perform the core substantive or 
technical tasks central to the job. 
Non-job-specific task proficiency:  An individual’s capacity to perform tasks or execute 
performance behaviours that are not specific to their particular jobs. 
Written and oral communication task proficiency:  An individual’s proficiency in writing 
and speaking, independent of the correctness of the subject matter. 
Demonstrating effort: The consistency of an individual’s effort; the frequency with which 
people will expend extra effort when required; the willingness to keep working under 
adverse conditions. 
Maintaining personal discipline:  The extent to which an individual avoids negative 
behaviour such as excessive absenteeism, alcohol or substance abuse, and law or 
rules infractions. 
Facilitating peer and team performance:  The extent to which an individual supports 
peers, helps peers with problems, helps to keep a work group directed, and acts as a 
role model for peers and the work group. 
Supervision/Leadership:  Proficiency at influencing the performance of subordinates 
through face-to-face interpersonal interaction and influence. 
Management/administration:  Behaviour directed at articulating for the unit, organising 
people and resources, monitoring progress, helping to solve problems that might 
prevent goal accomplishment, controlling expenses, obtaining additional resources, and 
dealing with other units. 
Source:  Based on Campbell, McCloy, Oppler & Sager (1993) 
 
Coetsee (2003: 2) asserts that a dramatic increase in productivity would be achieved if 
a significant portion of managers and supervisors knew how to improve the levels of 
motivation, and as a result, the levels of performance of employees. Coetsee (2003:2) 
proceeds to point out that the improvement of the performance of employees is 
probably the greatest challenge facing South African managers, today and in the future. 
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2.2.1 Challenges in secondary schools 
 
Thurlow, Bush and Coleman (2003: 5-6), identify, inter alia, the following challenges 
facing the education fraternity in modern day society: 
 
 There is a mutual lack of respect in many schools.  Principals, educators and 
learners may accuse each other of various shortcomings, e.g. educators blaming 
the learners for being undisciplined, learners accusing educators of being 
unprepared and uncaring, or principals accusing educators of failing to do their 
job; 
 
 Teachers may feel unsupported and undervalued by learners, principals and 
parents; 
 
 Many educators feel threatened physically by learners who are violent, and ill-
equipped to deal with such issues as drugs and sexual assault, which have 
become more prevalent in many schools; 
 
 Many principals battle to change from a highly authoritarian structure to one 
requiring control to be shared with parents, educators and learners. 
 
2.2.2 Impact of challenges on teachers’ performance 
 
In research conducted by Ncontsa and Shumba (2013) on the challenges facing 
teachers, the following findings, inter alia, came to light: 
 
- No effective teaching takes place when learners are uncontrollable, ill-disciplined,  
 and unmanageable;  
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- the morale of the educators becomes very low and educators are completely  
demotivated.  Sometimes, when they go to class, they find the class empty  
because learners leave school during tuition time;  
-  the educators find it difficult to complete the syllabus because of poor  
 attendance by learners and the fact that time is wasted on resolving problems 
emanating from school violence;  
- lack of respect of learners towards each other results in infighting which affects  
 teaching. Learners are always at loggerheads and the atmosphere in the  
 classroom is unbearable;  
- poor classroom attendance by educators who are not only de-motivated, but also 
scared of being attacked by learners;  
- educators go to class unprepared because they never know what is going to  
 happen the next day;  
- educators cannot take any decisive action against troublesome learners because  
 they fear for their own safety;  
- teaching is affected because educators feel helpless, demoralised, and  
 disillusioned. 
 
In addition Hayers (2000) asserted that workers who felt under pressure reported 
autocratic supervision and control on the part of their leaders.   
 
2.3 MOTIVATION   
 
While there has been a great deal written about the concept of motivation in the past, 
the researcher has deemed it necessary to again highlight its importance in relation to 
the impact it has on the performance of school-based educators. 
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2.3.1 Definition of motivation 
 
According to Vinacke (1962), as cited in Landy and Conte (2007: 333), motivation deals 
with the conditions responsible for variations in intensity, persistence, quality, and 
direction of ongoing behaviour. Baron (1991), as cited in Hollyforde and Whiddett (2002: 
2), describes motivation as ‘the internal processes that activate, guide, and maintain 
behaviour (especially goal-directed behaviour)’.  This definition assumes that all 
behaviour, regardless of how it is instigated, is a result of motivation.   
 
2.3.2 The importance of motivation 
 
According to Steers and Potter (1991: 3-4), as cited in Arnolds (1999: 56), the 
phenomenon of motivation has increased in prominence in recent times because 
management must continually strive to improve organisational effectiveness.  This goal 
must be pursued in spite of all external constraints, if the organisation is to remain 
competitive in this age of global inter-connectedness.  The ability of the human resource 
manager, in particular, to ensure that the work force remain motivated, has become 
ultra-critical (Arnolds, 1999: 56).  
 
2.3.3 Theories on motivation 
 
2.3.3.1 Maslow’s hierarchy of needs 
 
According to Arnolds (1999: 74), Maslow contended that people are motivated by a 
hierarchy of needs, viz. physiological, safety, love, esteem and self-actualisation needs.   
 
2.3.3.2 Alderfer’s E.R.G Theory 
 
Alderfer (1969: 145) suggests that there is no conceptual clarity between safety needs 
and psychological needs, or between safety needs and love needs.  Alderfer (1969: 
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145) further proposes that there appears to be an overlap between the esteem, love 
and actualisation needs.  
 
2.3.3.3 Herzberg’s two-factor theory 
 
According to Arnolds (1999: 78), Herzberg found that the one set of factors relate to the 
job context.  These he referred to as hygiene factors.  Herzberg (1965) argues that the 
absence of these hygiene factors would result in the individual being dissatisfied in the 
work situation.  Herzberg found that these factors in the work environment did not 
motivate employees, but merely served to eliminate dissatisfaction, and resemble the 
lower-order needs of Maslow (Arnolds, 1999: 78).  The second set of factors – referred 
to as the motivators – have been found to be the factors that actually motivate 
employees.   
 
2.3.3.4 McClelland’s Achievement Motivation Theory 
 
David McClelland identified three important needs that motivate human behaviour, viz. 
achievement, power and affiliation.  The need for achievement refers to a person’s drive 
to excel, to achieve in relation to a set standard and to strive to succeed.  The need for 
power is defined as a person’s need to make others behave in ways that they would not 
have otherwise behaved.  The desire for friendly and close inter-personal relationships 
is referred to as the need for affiliation (Smit and Cronjé, 1992: 317).   
 
2.3.3.5 The acognitive theories of motivation 
 
Acognitive theories are known as reinforcement theories.  Robbins (1992: 53) does not 
really view reinforcement theories as motivation theories, because they do not concern 
what initiates behaviour, but rather focus on what happens to the individual after he has 
exhibited certain behaviours.  According to Steers (1991: 125), as cited in Arnolds 
(1999: 82), reinforcement theories are acognitive because they ignore the thought 
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processes that underlie the individual’s motivation and suggest that reinforcement 
theories view the consequences of behaviour as the objective factors that motivate 
people’s actions. 
 
From the literature cited above, it becomes clear that people are motivated by different 
factors, and the hierarchy of these factors may also differ vastly from person to person.  
 
2.4 COMMITMENT TO PROFESSION 
 
Erwee (1980), as cited by Arnolds (1994: 74), identifies the following features, amongst 
others, of professionalism:  
 
- A body of specialised knowledge forms the base of each profession; 
- professionals require a  period of intensive training to master this body of 
knowledge and commitment skills; 
- professionals are usually committed to a career in this competence; 
- professionals have considerable autonomy because of their expertise; 
- the actions of the professionals are governed by universalistic standards and 
codes of ethics. 
 
Commitment to teaching as a profession can be seen as the taking on board of “values, 
norms or roles entailed in teaching” (Tyree, 1996: 296).  Teachers who are so 
committed are regarded as viewing teaching as not “just a job” (Day, 2000: 125).  They 
remain loyal to the moral purpose of the profession, although such commitment may 
involve significant personal cost.  Nias (1981) argues, however, that a strong 
identification with the “teacher” identity does not in itself identify levels of competence in 
the performance of that particular role. 
 
According to Montalvo, Mansfield and Miller (2007), teachers have a powerful influence 
in the classroom.  Students experience motivational and learning benefits when they 
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have passionate, caring teachers.  Unfortunately, such teachers are becoming extinct. 
Too many classroom teachers are leaving the profession.  Luther and Richman (2010) 
indicate that the best and brightest teachers are leaving classrooms, yet their service 
and expertise are invaluable. Therefore, keeping passionate teachers in the classroom 
must be an essential focus of administrators and teacher educators. 
 
Calderhead and Shorrock (1997), researching the reasons for choosing the teaching 
profession among students of pedagogy, assert that the main reason for choosing 
teaching was the inner satisfaction which future teachers could expect from their work.  
According to Montecinos and Nielsen (1997), the main reason for choosing a teaching 
profession was a feeling of responsibility towards children, a wish to change the lives of 
children for the better, together with a love for children. 
 
According to Nias (1989), being reframed as “knowledge workers” has seen some 
teachers continuing to flourish, in spite of the daily challenges they are faced with, while 
others are overwhelmed by the new demands of teaching.  Those who are weighed 
down by these new demands of teaching consider teaching as burdensome, requiring 
great personal investment and as a job with the capacity to colonise their lives.  These 
teachers often limit their commitment to their profession as a means of survival.  
Various factors may affect the level of professional commitment displayed by teachers, 
some of which are highlighted below: 
 
2.4.1 Motivation 
 
Much like the phenomenon of commitment, the phenomenon of motivation is highly 
complex and is influenced by a number of factors in the workplace.  Steers, Porter and 
Bigley (1996:3) reason that the concept of motivation is mainly concerned with what 
energises human behaviour, what directs or channels such behaviour and how this 
behaviour is maintained or sustained.  There are a number of theories on motivation, 
some of which were discussed in-depth in the previous section.   
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2.4.2 Identity 
 
According to Kletchermans and Vandenberghe (1994), the notion of identity is integral 
to, yet distinct from, the concept of commitment.  Identity relates to the various 
meanings, or self-conceptions attached to an individual by themselves or by others.  
Personal identity is fundamental to the way that teachers construct and understand the 
very nature of their work.  According to Woods (1994:  402), teachers with a strong 
sense of identity demonstrate that they “know how they want to teach, and are not going 
to be dictated to”. 
 
According to Sachs (1999), professional identity is regarded as a set of attributes that 
differentiate one profession form another.  This set of attributes may be imposed upon a 
profession by outsiders or by members of the profession themselves.  According to 
Sachs (1999: 1), there are two main conflicting discourses in the current climate of 
educational reform – one espousing a democratic identity on teachers and another 
espousing a managerial identity.  Democratic professionalism can be seen to 
emphasise cooperative and collaborative action “between teachers and other 
educational stakeholders”.  Preston (1994), states that a teacher occupies a central role 
in the education process and is responsible for contributing to the wider community.  In 
the view of Preston (1994), the democratic professional has a responsibility to be much 
more than a “mere” instructor and takes on a social responsibility.   
 
The managerial professional, according to Preston (1994), has little responsibility 
outside the classroom.  Sachs (1999) believes that managerial professionalism places  
greater emphasis on corporate goals and accountability.  Teachers, in the managerial 
roles, could be seen as being at the bottom rung of the managerial authority that 
measures their effectiveness in terms of the learning outcomes of their learners. 
Teachers, however, may view their managerial roles as having a more positive and 
empowering nature.   
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With the shift in educational priorities, teachers are required to adapt and to respond 
professionally to systemic, economic, social and technological reforms.  According to 
Day (2000), research has found that teachers who respond well to such changes have a 
well-articulated sense of their own identity that enables them to be attuned to the 
various reform discourses.  Teachers with a well-articulated sense of professional 
identities are likely to go beyond the “normal” confines of duty, in spite of reform and 
change agendas, to provide their learners with the best learning opportunities (Day, 
2000).  
 
2.4.3 Life-stage 
 
According to Elder (1995), life-stage, or the age and social status at a particular time, is 
highly influential in both the professional identity and commitment of an individual.  The 
age of the individual, family commitments and the mental energy available to invest in 
the profession all impact on an individual’s personal and professional identity.  Stephen 
Petty (2004) suggests that there is some correlation between teachers being 
unattached romantically and increased levels of commitment to the teaching profession. 
Indeed, having other important roles such as being a parent or a partner can result in 
some conflict between personal and professional responsibilities.   
 
According to Clarkburg and Moen (2001), recent studies have found that both dual 
earning families and single parent families are spending an increased amount of time in 
the workplace.  This further exacerbates the conflict of attempting to balance personal 
and professional lives.  Greenglass, Pantony and Burke (1989) state that the “second-
shift” facing many women at the end of the working day – both as parents and partners 
– could be considered highly significant for many teachers.  Although the tension 
between the demands of work and family life affect both men and women, it appears as 
if women experience a higher level of work-family life conflict.     
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2.4.4 Self-efficacy 
 
Self-efficacy is positively related to teacher behaviour in the classroom, the effort that 
teachers invest in teaching, and their commitment to it. Teachers with a high sense of 
self-efficacy are more open to change and to trying out new ideas, as well as more 
persistent in difficult circumstances (Milner, Woolfolk and Hoy, 2002: 4). 
 
According to Jerusalem and Mittag (1995), individuals with a perceived high level of 
self-efficacy trust their own abilities.  When faced with change or a stressful situation, 
these individuals view it as an opportunity or a problem they can solve, rather than a 
threat.  The internal factor of self-efficacy can, therefore, be seen as highly influential on 
both identity and commitment.   
 
The professional knowledge base of teachers is constantly being challenged, resulting 
in a change in how teachers view and perform their work.  According to Nias (1981), this 
constant flow of change and challenge faced by teachers may result in some teachers 
allowing their involvement in the teaching profession to take over their lives.  According 
to Rosenholtz (1989), a teacher with high levels of self-efficacy is able to interpret and 
incorporate the reform processes into professional practice.  
 
According to Ware and Kitsantas (2007), teachers who are self-efficacious, will be more 
likely to plan appropriate activities, continue to nurture students who are having 
difficulties, and expend considerable effort to find appropriate teaching materials. 
Furthermore, these teachers will exhibit good job performance and probably remain 
committed to their work. In addition, teachers who report high self-efficacy are more 
likely to overcome situations that challenge their capability to teach. They tend to be 
more optimistic than their peers and contribute a greater effort to their jobs, while taking 
more personal responsibility for their successes and failures.  
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Conversely, teachers who report low self-efficacy are more likely to attribute their 
successes or failures to outside factors, such as lack of resources (Ware & Kitsantas 
(2007). 
 
Wood and Olivier (2008), proposed the following model to increase teacher self-
efficacy. 
 
TABLE 2.2:  MODEL TO INCREASE TEACHER SELF-EFFICACY    
Inadequately equipped teachers with low self-efficacy facilitated to develop ... 
Criterion Process Outcome 
 
Intrinsic growth  
 
Acquisition of personal 
life skills and 
self-knowledge 
 
Realisation of potential and high 
level of personal functioning on 
behavioural, cognitive and 
affective levels 
 
Internal locus of 
control 
 
Development of belief 
in personal power and 
ability to influence 
events and attain 
desired outcomes 
 
Confidence in ability to handle 
problems and persistence towards 
goal attainment in adverse 
environmental circumstances 
 
Interaction with 
the environment 
 
Formation of 
relationships 
and utilisation 
of physical resources 
 
Support for goal attainment in 
collaborative 
Environment 
Reflective practice comprising ... 
continual, conscious processing of own experiences, thoughts, feelings and 
attitudes and subsequent adaptation of these to reach desired end condition 
Ongoing, self-sustained development of these criteria resulting in ... 
adequately equipped teachers with high self-efficacy 
Source: Wood and Olivier (2008) 
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2.4.5 Passion 
 
Day (2004) highlights passion as another important factor intertwined with motivation, 
identity and commitment.  According to Zehm and Kottler (1993: 118), intense emotional 
engagement with their daily work is a fundamental element of committed teachers’ 
identity.  The passionately committed teachers are those who “absolutely love what they 
are doing” (Zehm and Kottler (1993: 118).  According to Day (2004: 16), there exists “no 
disconnection between the head and the heart, the cognitive and the emotional” for 
these teachers. 
 
Fried (2001) asserts that teachers’ daily work and their extended responsibilities have 
become more complex and demanding.  Having an emotional commitment to their work 
is no longer a frill or luxury, but a professional necessity. 
 
2.5 COMMITMENT TO THE LEADER 
 
According to Gronn and Rawlings-Sanaei (2003), education reforms in South Africa, as 
in other parts of the world, are accompanied by increased responsibilities and 
accountabilities for everyone working in schools, including the principals.  The changing 
role of leaders within a reform environment has spawned much research, especially 
around principalship.  An increasingly important sub-theme in this research focuses on 
the desirability of principalship as a career and, more precisely, the question of why 
there are so few aspirant principals in some countries. 
 
According to Runyon (1973), as cited in Arnolds (1994: 83), an employee’s attitude 
towards his supervisor is “… a factor in the organisation-employee relationship that may 
influence employee behaviour in ways which are advantageous or detrimental to 
organisational welfare”.  Becker and Billings (1993), in Arnolds (1994: 83), 
conceptualise commitment (a form of attitude) to the supervisor as consisting of two 
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components, namely identification with the supervisor and the internalisation of the 
supervisor’s values.    
 
Osman (2012) is of the opinion that the principal is the key figure in promoting an 
environment within the school that is conducive to student learning.  Such an 
environment is positive and expresses how the school's environment impacts on all, not 
only the students but also good teachers’ morale and high student achievement go 
hand-in hand.  According to Sergiovanni and Starratt (1998), as cited in Osman (2012), 
the creation of such a setting does not just happen.  It takes the combined effort of both 
the principal and the staff to identify factors that create and also those that inhibit the 
development of a positive climate.  It requires a co-operative team to work to develop 
strategies to promote the desired climate or to overcome the inhibiting factors.  In 
schools with a humanistic climate teachers are more likely to cooperate with one 
another as they work together to have higher morale, and enjoy a sense of task 
achievement.  Social instruction among the teachers is also high.  According to 
Sergiovanni and Starratt (1998), as cited in Osman (2012), a healthy school is one that 
exhibits clear and reasonably accepted goals.  The healthy school reflects a sense of 
togetherness that bonds people together, a feeling of well-being among the staff. The 
healthy school maintains and strengthens its problem solving capacities. 
 
Ubben and Hughes (1992), as cited in Osman (2012), list some of the traits of a 
successful principal as those who hold high expectation for staff and teachers, spend a 
major portion of their day’s work in working with teachers and improving the instructional 
programme, identify and diagnose instructional problem, and they are deeply involved in 
the school's "culture" climate to influence it in positive ways. 
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2.5.1 Types of leadership 
 
2.5.1.1 Transformational leadership  
 
According to Black (1998: 35), transformational leaders motivate, inspire and unite 
educators on common goals.  They have the ability to persuade followers to join their 
vision and share their ideals.   Armstrong and Armstrong (1996: 23) state that 
transformational leaders have the ability to achieve productivity through people.   The 
actions of transformational leaders convey the beliefs and commitments that are 
spoken. 
 
According to Leithwood, Jantzi and Steinbach (1999), as cited in Ross and Gray (2006), 
previous research has demonstrated that transformational leadership contributes to 
valued teacher outcomes. For example, teachers in schools which are characterised by 
transformational principal behaviour are more likely than teachers in other schools to 
express satisfaction with their principal, report that they exert extra effort, and be more 
committed to the organisation and to improving it. Burns (2003: 230) suggests that an 
effective leader should be capable of creating societal changes in the workplace, and 
defines the transformational leader as a person who takes care of his followers, 
mobilises their forces to meet their needs and potential.  
 
Bass and Riggio (2006), discuss transformational leadership in terms of the following 
components:  
 
- Idealised influence: It represents the strong vision and mission determination of a 
transformational leader. Such a leader is a role model for the followers and 
his/her behaviour is idolised by them. 
- Inspirational motivation: Transformational leaders identify high goals, create a 
team spirit, enthusiasm and constantly motivate their followers. Transformational 
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leaders produce original ideas and encourage entrepreneurship, as well as 
starting change in the organisation. 
- Intellectual stimulation: Transformational leaders motivate their followers to be 
innovative, analytic and creative. These leaders always encourage their followers 
on the issues of the discovery of new ideas and the production of creative 
solutions to problems. 
- Individualised consideration: Transformational leaders, acting as a team coach, 
take into consideration the desires and needs of the followers, help them to be 
successful and thrive. In this context, the leader has a special interest in each 
follower, taking into account individual differences (Bass and Riggio, 2006). 
 
Rowold and Scholtz (2009), as cited in Aydin, Sarier and Uysal (2011), state that 
transformational leaders can create a positive organisational climate, reach goals more 
easily, and increase the levels of job satisfaction and organisational commitment of 
stakeholders as a result of motivating followers and paying close attention to them. 
 
2.5.1.2 Transactional leadership 
 
Hoy and Miskel (2010), in Aydin, Sarier and Uysal (2011), state that transactional 
leaders primarily identify tasks of the followers and establish the structures within which 
their followers must operate, with the emphasis on planned and scheduled work. 
Followers are rewarded or punished to achieve organisational goals.  Transactional 
leadership focuses on a supervisor-subordinate relationship with emphasis on the 
personal status quo of the leader. “The object of such leadership is an agreement on a 
course of action that satisfies the immediate, separate purposes of both leaders and 
followers” (Keeley, 1998: 113). 
 
Bass and Riggio (2006) discuss the following dimensions of transactional leadership: 
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- Contingent reward: The primary aim of a transactional leader is to achieve 
organisational objectives. In this context, the leader gives various awards to 
improve the performance and motivations of his followers. His followers can get 
the award when fulfilling the mandate. 
- Management-by-exception: It is applied in two ways, active or passive. If the 
management is active, leaders correct the mistakes of followers by tracking their 
performance. If the management is passive, leaders wait until the emergence of 
errors. These leaders follow performance as problems arise.  They pass action to 
correct those (Bass and Riggio, 2006) 
 
2.5.1.3 Instructional leadership 
 
According to King (2002: 62), instructional leadership may be defined as “anything that 
leaders do to improve teaching and learning in their schools and districts”. 
 
Weber’s (1996) instructional leadership model identified the following dimensions: 
 
- “defining the school’s mission” (i.e. the instructional leader collaboratively 
develops a common vision and goals for the school with stakeholders); 
- “managing curriculum and instruction” (i.e. managing the instructional resources 
and supporting the use of instructional best practices – modelling and providing 
support in the use of data to drive instruction); 
- “promoting a positive learning climate” (i.e. the instructional leader promotes a 
positive learning climate by communicating goals, establishing expectations, and 
promoting an orderly environment); 
- “observing and improving instruction” (i.e. the instructional leader observes the 
improved instruction through the use of classroom observation and professional 
development opportunities; 
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- “assessing the instructional program” (i.e. the instructional leader contributes to 
the planning, designing, administering, and analysis of assessments that 
evaluate the effectiveness of the curriculum). 
 
2.5.1.4 Laissez-Faire Leadership  
 
Bass (1990) defines Laissez-Faire as an approach in which there is no leadership, no 
interaction between the leader and his followers.  Hoy and Miskel, (2010: 396; 
Northouse, 2007: 179), as cited in Aydin, Sarier and Uysal (2011), state that these types 
of leaders do not take care of the needs and development of followers and wish to 
continue as is. The leader rejects responsibility, delays decisions, does not provide 
feedback, and makes no effort to meet the needs of the followers.  According to Rowold 
and Scholtz (2009: 45), as cited in Aydin, Sarier and Uysal (2011), there is a negative 
relationship between the satisfaction, performance and motivation of followers and 
Laissez-Faire leadership. 
 
2.5.2 The effect of leadership on teacher commitment 
 
Adams and Bailey (1989), as cited in Osman (2012), discussed the importance of 
principals taking care of their teachers.  This care involved supporting teacher 
preferences, promoting feelings of self-efficacy, and focusing on the well-being of 
teachers through enhanced working conditions.  The way teachers feel about 
themselves is a direct result of the leadership patterns and styles of the principals. 
Through their leadership, principals should provide a belief in people, job and role 
diversity, high expectations, positive reinforcement, and celebrations of good 
performance.  Teachers who feel good about themselves will become inspired to teach 
and deliver instruction at an exceptionally high level.  Principals who take the time 
necessary to make sure that teachers understand their worth will find that classroom 
instruction will improve as teachers’ self-efficacy improves. 
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Most teachers feel more committed to their tasks when principals are able to create 
work communities that are supportive and stimulating, student-oriented, facilitate 
feelings of community, and foster their feelings of efficacy.  Principals with poor and 
inefficient leadership and who render less administrative support may force many 
teachers to leave their teaching profession (Fiore, 2004). 
 
School leadership research has found that transformational approaches have positive 
effects on teachers.  The essence of transformational leadership is dedication to 
fostering the growth of organisational members and enhancing their commitment by 
elevating their goals.  In contrast, transactional leaders accomplish organisational goals 
without attempting to elevate the motives of followers or the human resources of the 
organisation (Burns, 1978). 
 
Leithwood (1993), as cited in Ross and Gray (2006), states that transformational 
leadership provides a more powerful theoretical framework for interpreting principal 
behaviour than competing frameworks such as instructional leadership.  This is because 
thinking about principals as transformational leaders leads researchers to investigate 
workplace conditions that contribute to the outcomes of reform initiatives; it accounts for 
teacher professionalism in school decision-making; and it recognises that the means 
and ends of teacher actions cannot be precisely specified.  
 
2.6 COMMUNITY ENGAGEMENT 
 
According to Rothmann and Rothmann (2010), employee engagement has become an 
important topic, not only for academics and researchers but also for practitioners in 
organisations.  Employee engagement focuses on how the psychological experiences 
of work and work contexts shape the process of people presenting and absenting 
themselves during task performances (Kahn, 1990). Melcrum (2005) states that 
employee engagement consists of three components: 
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- “Think” (cognitive commitment): describes an employee’s intellectual connection 
with the company, including their support of and belief in the company’s 
objectives. 
- “Feel” (affective commitment): describes a strong emotional connection to the 
company.  They feel loyal, devoted, have a sense of belonging and are proud to 
work for the company. 
- “Act” (behavioural commitment): employees act in ways that support the success 
of the organisation.  The employee displays a willingness to stay with the 
company despite other opportunities and frequently goes above and beyond 
normal expectations to help the company succeed (Melcrum, 2005).  
 
Dunkin (1996) states that teaching for equity and diversity implies respecting and 
reaching all sorts of children: boys and girls, rich and poor, those of different races, 
ethnic backgrounds, and disabling conditions.  According to Au and Kawakami (1994), 
as cited in Evans (2013), divergent cultural and socio-economic backgrounds between 
teachers and families can be a source of tension and could hinder educators’ ability to 
create relationships that support student learning.  Research suggests, however, that 
teachers can connect with students whose cultural backgrounds differ from their own by 
using instructional techniques that recognise these differences.   According to Nieto 
(2000), many researchers agree that teachers need to become learners of their 
students’ realities.  That is, teachers need to learn about their students, and create 
spaces in which they can learn with their students. 
 
Educators at all school levels know that successful students – at all ability levels – have 
families who stay informed and involved in their children’s education. Yet many middle 
level and high school teachers report that the only time they contact families is when 
students are in trouble (Epstein, 2002).  
 
The Higher Education Quality Committee (2004a) describes community engagement as 
the initiatives and processes through which the expertise of the institution in the areas of 
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teaching and research are applied to address issues relevant to its community.  
Community Engagement typically finds expression in a variety of forms, ranging from 
informal and relatively unstructured activities to formal and structured academic 
programmes addressed at particular community needs (service-learning programmes).  
Some projects might be conducive to the creation of a better environment for 
Community Engagement and others might be directly related to teaching, learning and 
research. (HEQC, 2004a: 19 & 26). 
 
The Council on Higher Education (2004) states that community engagement implies a 
less paternalistic, more reciprocal and inclusive relationship between a community and 
a higher education institution.  According to Bender (2008), the promise of community 
engagement lies in its potential to rejuvenate academia, redefine scholarship and 
involve society in a productive conversation about the role of higher education now and 
in the future.  Bender (2008) states that an exploration of and investigation into 
community engagement in the South African context is required.  University-wide, 
institutionalised and sustained commitment to community engagement and research in 
this field is not only a necessity, but also a priority if South African higher education is to 
go from good to great. 
 
Policy-makers, researchers, and education leaders agree that family engagement is 
critical to student achievement, often resulting in better attendance, improved behaviour 
at home and school, and increased academic performance based on grade point 
averages and standardised test scores (Henderson and Mapp, 2002; Weiss, Lopez, and 
Rosenberg, 2010), as cited in Evans (2013).  Lawrence-Lightfoot (2003) points out, 
however, that the establishment of strong connections can be challenging and teachers 
report high levels of anxiety in their encounters with families as they negotiate complex 
and emotionally laden relationships.  In particular, family engagement is a significant 
challenge for new teachers who receive limited preparation on the topic during their pre-
service education (Markow and Martin, 2005), as cited in Evans (2013).  Overall, the 
practice of teacher education remains primarily focused on instructional practices with a 
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limited view of the importance of interaction between teachers and families (Flanigan, 
2007). 
 
Research on the value of community “funds of knowledge” and the positive impact of 
community organisations working outside of traditional school structures suggests that 
educators who are able to collaborate with the local community will be able to impact a 
range of student outcomes (Moll, Amanti, Neff, and Gonzales, 1992), as cited in Evans 
(2013). 
 
Robertson and Cooper (2009), as cited in Rothman and Welsh (2013), have pointed out 
that employee engagement is important not only because of its effects on organisational 
outcomes, but also because it has a positive impact on the psychological well-being of 
employees. 
 
2.6.1 Partnership programmes 
 
Epstein (2002) identified the following key components of effective and sustainable 
programmes of family and community involvement: 
 
- Action teams for partnerships:  Teachers, administrators, parents, community 
partners, and sometimes learners serve as a committee or “action arm” of the 
school improvement team.  The action team is responsible for improving a 
program of family and community involvement linked to school improvement 
goals. 
- The six types of involvement framework:  By selecting activities that focus on 
parenting, communicating, volunteering, learning at home, decision making, and 
collaborating with the community, schools can help all parents become involved 
in different ways. 
- Action plans that are linked to goals for learner success:  Annual written plans for 
family and community involvement are linked to the school improvement plan 
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and to specific goals for learning by and the development of learners.  By writing 
a plan and implementing activities, the action team ensures that teachers will not 
be working alone to help learners reach important results. 
- Evaluation and ongoing improvement.  By documenting and assessing the 
quality of activities that are implemented, the action team can continually improve 
outreach to more families and success for more learners.  Only sustained 
programs will have an impact because school communities have new parents, 
learners and teachers each year. 
 
2.6.2 Impact of employee engagement on creating positive organisational ethos  
 
According to Cameron (2005), employee engagement has significant impact in enabling 
an organisation to realise better performance.  This simply is because of abundance of 
extraordinary performance by employees.  Cameron (2005) further asserts that people 
who are given feedback on their strengths are significantly more likely to feel highly 
engaged and to be more productive than people who are given feedback on their 
weaknesses. 
 
2.7 PROFESSIONAL DEVELOPMENT 
 
Teachers want the best for their learners.  In particular, they want their students to have 
the best possible learning opportunities and outcomes.  Teachers are forever seeking 
new teaching ideas, resources and equipment to improve their own skill in and 
knowledge about the subjects they are teaching, their relationships with their learners 
and their management of the schools in which they work.  This they often do in their 
own time (Bell and Gilbert, 1996: 1).  After completing the initial teacher education 
required, many teachers continue to learn about teaching and learning throughout their 
professional lives.  Learning is at the heart of teacher development.  Teacher 
development, including the ongoing learning about how to teach and to support student 
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learning, is seen as the key to being a successful teacher (Bell and Gilbert, 1996: 1).  
According to Scales (2008:  4), “if you’re not learning, you’re not teaching very well”.  
 
Continuous Professional Development refers to any activities aimed at enhancing the 
knowledge and skills of teachers by means of orientation, training and support (Coetzer, 
2001: 78).  The development is also likely to affect attitudes and approaches and may 
contribute to the improvement of the quality of the learning and teaching process 
(Bolam in Early and Bubb, 2004: 4; Day and Sachs, 2004: 3). 
 
2.7.1 Models of Continuous Professional Development 
 
Kennedy (2005) identifies nine key models of Continuous Professional Development 
(CPD) and classifies these in relation to their capacity for supporting professional 
autonomy and transformative practice.  Kennedy (2005) also zooms in on the 
circumstances in which each of the nine models of Continuous Professional 
Development might be adopted, and explores the form(s) of knowledge that can be 
developed through any particular model.  Kennedy (2005) also examines the power 
relationships inherent in the individual models, exploring the extent to which Continuous 
Professional Development is perceived and promoted either as an individual endeavour 
related to accountability, or as a collaborative endeavour that supports transformative 
practice. 
 
2.7.1.1 The training model 
 
According to Kelly and McDiarmid (2002), the training model of Continuous Professional 
Development (CPD) is universally recognisable and has, in their opinion, been the 
dominant form of Continuous Professional Development for teachers in recent years.  
This model of Continuous Professional Development supports a skills-based, 
technocratic view of teaching, whereby CPD provides teachers with the opportunity to 
update their skills in order to be able to demonstrate their competence. It is generally 
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‘delivered’ to the teacher by an ‘expert’, with the ‘deliverer’ determining the agenda, and 
the participant placed in a passive role. While the training can take place within the 
institution in which the participant works, it is most commonly delivered off-site and is 
often subject to criticism about its lack of connection to the current classroom context in 
which participants work (Kelly and McDiarmid, 2002).   
 
The training model of Continuous Professional Development is compatible with, 
although not always related to, a standards-based view of teacher development in that 
teachers strive to demonstrate particular skills specified in a nationally agreed standard. 
The model supports a high degree of central control, often disguised as quality 
assurance, with the focus firmly on coherence and standardisation.   The training model 
of Continuous Professional Development is powerful in maintaining a narrow view of 
teaching and education whereby the standardisation of training opportunities 
overshadows the need for teachers to be proactive in identifying and meeting their own 
development needs (Kelly and McDiarmid, 2002).    
 
Despite its drawbacks, the training model is acknowledged as an effective means of 
introducing new knowledge, albeit in a decontextualised setting. What the training 
model fails to impact upon in any significant way, however, is the manner in which this 
new knowledge is used in practice. Furthermore, the training model provides an 
effective way for dominant stakeholders to control and limit the agenda, and places 
teachers in a passive role as recipients of specific knowledge (Hoban, 2002). 
 
2.7.1.2 The award-bearing model 
 
An award-bearing model of Continuous Professional Development (CPD) is one that 
relies on, or emphasises, the completion of award-bearing programmes of study – 
usually, but not exclusively, validated by universities. This external validation can be 
viewed as a mark of quality assurance, but equally can be viewed as the exercise of 
control by the validating and/or funding bodies (Purdon, 2003).  According to Solomon 
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and Tresman, 1999), there is often a tendency for award-bearing courses to be focused 
on classroom practice, often at the expense of issues of values and beliefs. 
  
2.7.1.3 The deficit model 
 
According to Kennedy (2005), professional development sessions can be designed 
specifically to address a perceived lack in teacher performance. While the deficit model 
uses CPD to attempt to remedy perceived weaknesses in individual teachers, Rhodes 
and Beneicke (2003) suggest that the root causes of poor teacher performance are 
related not only to individual teachers, but also to organisational and management 
practices.   
 
Boreham (2004: 9) discusses this issue of individual and collective competence, arguing 
that in the school context, effective collective competence is dependent on leadership 
which promotes three particular conditions, namely: 
 
- making collective sense of events in the workplace; 
- developing and using a collective knowledge base; 
- developing a sense of interdependency. 
 
2.7.1.4 The cascade model 
 
The cascade model involves individual teachers attending ‘training events’ and then 
cascading or disseminating the information to colleagues. It is commonly employed in 
situations where resources are limited (Kennedy, 2005).  Day (1999: 126) reports on a 
case study in which the cascade model was employed by a group of teachers as a 
means of sharing their own (successful) learning with colleagues. The group reported 
on what they had learned, but ‘no detailed consideration was given to the very principles 
of participation, collaboration and ownership which had characterised their own 
learning’. 
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Nieto (2003: 395) asserts that one of the drawbacks of this model is that what is passed 
on in the cascading process is generally skills-focused, sometimes knowledge-focused, 
but rarely focuses on values. Nieto (2003: 395) argues that teacher education ‘needs to 
shift from a focus on questions of “what” and “how” to also consider questions of “why”’.  
It could, therefore, be argued that the cascade model supports a technicist view of 
teaching, where skills and knowledge are given priority over attitudes and values 
(Kennedy, 2005). 
 
2.7.1.5 The standards-based model 
 
The standards-based model of Continuous Professional Development belittles the 
notion of teaching as a complex, context-specific political and moral endeavour; rather it 
‘represents a desire to create a system of teaching, and teacher education, that can 
generate and empirically validate connections between teacher effectiveness and 
student learning’ (Beyer, 2002:  243).  This ‘scientific’ basis on which the standards 
movement relies limits the opportunities for alternative forms of CPD to be considered. It 
also relies heavily on a behaviourist perspective of learning, focusing on the 
competence of individual teachers and resultant rewards at the expense of collaborative 
and collegiate learning (Kennedy, 2005). 
 
Smyth (1991) proposes that externally imposed forms of accountability and inspection, 
such as standards, indicate a lack of respect for teachers’ own capacities for reflective, 
critical inquiry. Indeed, this argument could be taken further to suggest that not only is it 
a lack of respect, but that it sets clear expectations regarding the extent to which 
teachers should take responsibility for their own professional learning and encourages 
them to be reliant on central direction, even in assessing their own capacity to teach 
(Kennedy, 2005). 
. 
Beyer (2002: 240) criticises the lack of attention given to central and contentious 
questions regarding the purpose of teaching, claiming that ‘teacher education must be 
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infused with the kind of critical scrutiny about social purposes, future possibilities, 
economic realities and moral directions’.  Beyer (2002), among others, suggests that the 
move towards increasing standardisation in teacher education at both initial and 
continuing stages is in part a response to growing concerns about nation states’ abilities 
to compete in the global economy. In this context, standardisation can thus be equated 
to the pursuit of improved economic status (Beyer, 2002). 
 
2.7.1.6 The coaching/mentoring model 
 
According to Rhodes and Beneicke (2002, 301), the coaching/mentoring model covers 
a variety of Continuous Professional Development practices that are based on a range 
of philosophical premises. However, the defining characteristic of this model is the 
importance of the one-to-one relationship, generally between two teachers, which is 
designed to support Continuous Professional Development. Both coaching and 
mentoring share this characteristic, although most attempts to distinguish between the 
two suggest that coaching is more skills based and mentoring involves an element of 
‘counselling and professional friendship’.  In schools, a mentor is internationally 
understood as a more experienced colleague that supports new teachers in the first 
phase of the profession (Harrison, Dymoke and Pell, 2006).   According to Bullough 
(2005), mentors tend to be experienced teachers, and it is not immediately obvious that 
a good teacher will automatically become a good mentor or whether experience is 
enough to support new teachers in an adequate way during the first year of teaching. 
 
Rhodes and Beneicke (2002) emphasise that in order for the coaching/mentoring model 
of Continuous Professional Development to be successful, participants in the process 
must have well-developed interpersonal  communication skills. Key to the 
coaching/mentoring model, however, is the notion that professional learning can take 
place within the school context and can be enhanced by sharing dialogue with 
colleagues (Kennedy, 2005).  
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2.7.1.7 The community of practice model 
 
Wenger (1998: 95) contends that while we are all members of various communities of 
practice, learning within these communities involves three essential processes: 
 
- evolving forms of mutual engagement; 
- understanding and tuning [their] enterprise; 
- developing [their] repertoire, styles and discourses. 
 
Central to Wenger’s thesis is a social theory of learning, recognising that learning within 
a community of practice happens as a result of that community and its interactions, and 
not merely as a result of planned learning episodes such as courses. 
 
Kennedy (2005) asserts that participants’ awareness of the existence of the community 
is surely central to their internalisation of such learning. Depending on the role played 
by the individual as a member of the wider team, learning within such a community 
could be either a positive and proactive or a passive experience, where the collective 
wisdom of dominant members of the group shapes other individuals’ understanding of 
the community and its roles (Kennedy, 2005). 
 
Kennedy (2005) points out that the issue of power is central to successful Continuous 
Professional Development within a community of practice.  Wenger (1998) argues that a 
community of practice should create its own understanding of the joint enterprise, 
therefore allowing the members of that community to exert a certain level of control over 
the agenda. For professional learning to take place within this context, it should be 
neither a form of accountability, nor of performance management. Indeed, Wenger 
(1998: 81) asserts that ‘negotiating a joint enterprise gives rise to relations of mutual 
accountability among those involved’.  This should promote greater capacity for 
transformative practice than a managerial form of accountability would allow (Wenger 
(1998: 81). 
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2.7.1.8 The action research model 
 
Somekh (cited in Day, 1999: 34) defines action research as ‘the study of a social 
situation, involving the participants themselves as researchers, with a view to improving 
the quality of action within it’. The ‘quality of action’ can be perceived as the participants’ 
understanding of the situation, as well as the practice within the situation.  Burbank and 
Kauchak (2003) suggest that action research has a greater impact on practice when it is 
shared in communities of practice or inquiry, and indeed, many communities of practice 
will engage in action research. However, collaboration of the nature found in a 
community of practice is not a prerequisite of the action research model. 
 
Burbank and Kauchack (2003) argue that collaborative action research provides an 
alternative to the passive role imposed on teachers in traditional models of professional 
development. They advocate teachers being encouraged to view research as a process 
as opposed to merely a product of someone else’s endeavours. It is also, arguably, a 
means of limiting dependency on externally produced research, instead shifting the 
balance of power towards teachers themselves through their identification and 
implementation of relevant research activities (Burbank and Kauchack, 2003). 
 
2.7.1.9 The transformative model 
 
According to Kennedy (2005), the transformative model of Continuous Professional 
Development involves a combination of a number of processes and conditions. The 
central characteristic is the combination of practices and conditions that support a 
transformative agenda. In this sense, it could be argued that the transformative model is 
not a clearly definable model in itself; rather it recognises the range of different 
conditions required for transformative practice. 
 
Hoban (2002) draws comparisons between the knowledge focused and contextually 
void model of a training approach with the context-specific approach of a community’s 
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of practice model that does not necessarily embrace new forms of formal knowledge.  
Hoban (2002) suggests that what is really needed is not a wholesale move towards the 
teacher-centred, context-specific models of Continuous Professional, but a better 
balance between these types of models and the transmission focused models. 
 
It could be argued, then, that the key characteristic of the transformative model is its 
effective integration of the range of models described above, together with a real sense 
of awareness of issues of power, i.e. whose agendas are being addressed through the 
process (Kennedy, 2005). 
 
Continuous Professional Development aimed at fulfilling the function of preparing 
teachers to implement reforms, aligns itself with the training, award-bearing and deficit 
models discussed earlier supporting a ‘transmission’ view of Continuous Professional 
Development. On the other hand, Continuous Professional Development aimed at 
supporting teachers in contributing to and shaping education policy and practice would 
align itself more naturally with the action research and transformative models. The other 
three models outlined in this paper – the standards-based model, the 
coaching/mentoring model and the community of practice model – can be considered 
‘transitional’ in the sense that that they have the capacity to support underlying agendas 
compatible with either of these two purposes of CPD (Kennedy, 2005).  
 
The models referred to above cover a wide variety of philosophies pertaining to the 
professional development of educators, highlighting the circumstances under which 
each one might be adopted.  All of them, however, have as their premise improved 
teacher performance in the classroom. 
 
2.7.2 Professional development of principals 
 
According to Mathibe (2007), one reason that has always been advanced for poor 
results in schools is that principals are not appropriately skilled and trained for school 
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management and leadership, and as a result there are those who call for the 
professional development of school principals.  As a human resource manager, a 
principal needs to set up mechanisms for nurturing and unfolding of educators’ potential 
in order to enhance effective teaching and learning. For this reason, development and 
enhancement of educators’ potential should relate to the work they are doing of not only 
nurturing the intellectual potential of learners, but also of moral formation and 
appropriate humanisation according to national policies and goals (Mathibe (2007). 
 
2.7.2.1 Forms of professional development 
 
The model for the professionalisation of principalship may encompass a variety of 
programmes such as training and networking (Mathibe, 2007).  Higgs and Higgs (1994: 
43) are of the opinion that “… education and training are about the use that people 
make of their knowledge and skills, their value to them personally in their living and 
thinking and they are what the acquisition of knowledge and skills had done to their 
minds, their attitudes, values, ideas, motives and intentions”.  Training involves direct 
instruction, skill demonstration.  Jones, Clark, Figg, Howarth and Reid (1989) list the 
following forms of training: 
 
- One-day conferences; 
- Single-session activities; 
- Short courses over a period of time; 
- Formal meetings by subject specialists; and 
- Membership of working groups. 
 
In South Africa any educator can be appointed to the office of principalship, irrespective 
of whether or not such a person has a school management or leadership qualification. 
Such openness to appointment to the highest office in a school places school 
administration, management, leadership and governance in the hands of ‘technically’ 
unqualified personnel (Mathibe, 2005).  In this way ad hoc attempts have been made to 
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provide skills and professional development programmes for principals in South African 
schools (ETDP SETA, 2002). For example, an advisory body consisting of former 
principals, union representatives and members of the education department, was 
established to give direction to the Delta Foundation’s programme for developing 
capacity in school management and leadership. Key features of the programme were: 
 
- Ensuring that training programmes conform to the ETDP SETA–SAQA 
standards; 
- Ensuring that all training has a long-term strategic objective; 
- Ensuring that all principals’ training should be a mixture of face-to-face contact 
and group work; 
- Rigorous impact evaluation and cost benefit analysis; and 
- The department of education to support the initiative as a full partner by providing 
financial assistance to the programme (Delta Foundation, 2001). 
 
In addition to efforts by non-governmental organisations to build management and 
leadership capacity in schools, the ETDP SETA (2002:35) notes that in South Africa 
some of the management development programmes are provided by universities and 
technikons [Universities of Technology], as well as workshop based training offered by 
the Department of Education on education management development [EMD]. 
 
2.7.3 Maximising the impact of professional development 
 
According to the research syntheses from the Centre for Evidence-Informed Policy and 
Practice in Education (EPPI), Professional Development activity that is effective needs 
to incorporate, for example, reflection, collaborative approaches and external input and 
for such activity to be determined by individual needs and sustained over time.  It takes 
time for schools and their leaders to access research findings, and then to apply them 
effectively by implementing the cultural, structural and procedural changes needed in 
their own day-to-day practice (Earley and Porritt, 2013). 
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FIGURE 2.2: MAXIMISING THE IMPACT OF PROFESSIONAL DEVELOPMENT 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: Earley & Porritt (2009) 
 
Figure 2.2 above shows how the impact of Continuous Professional Development can 
be maximised through effective leadership.  According to Earley and Porritt (2009) the 
Effective Practices in Continuing Professional Development (CPD) programme, funded 
by the Training and Development Agency (TDA), had the twin aims of helping schools 
improve their provision and evaluation of CPD for the school workforce and the TDA to 
increase its understanding of the nature of effective CPD. 
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Earley and Porritt (2013) identified the following nine factors that underpinned the most 
successful projects and strongly influenced effective Professional Development (PD) 
practice. These were: 
 
- Establishing clarity of purpose at the outset in PD activity. 
- Specifying a focus and goal for PD activity aligned to clear timescales. 
- Including a focus on pupil outcomes in PD activity. 
- Participants’ ownership of PD activity. 
- Engagement with a variety of PD opportunities. 
- Time for reflection and feedback. 
- Collaborative approaches to PD. 
- Developing strategic leadership of PD. 
- Understanding how to evaluate the impact of PD. 
 
The above were determining factors in Professional Development activity having an 
impact on colleagues’ thinking and practice, the learning of pupils and organisational 
improvement.  Having this impact is the hallmark of effective Professional Development 
(Earley and Porritt, 2013). 
 
From the preceding literature review it has become clear that while researchers 
emphasised different factors as being key in improving the performance intent of 
educators, they don’t do so at the exclusion or slighting of other factors.  This serves to 
strengthen the notion that improving the performance intent of educators will not be 
accomplished by merely concentrating on one of the highlighted factors, but that such 
an improvement in the performance intent of educators is indeed a sum of these and 
other factors. 
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2.8 CHAPTER SUMMARY 
 
This chapter commences with an introduction of the concept of job performance.  This 
was followed by an in-depth discussion of the concept and various theories of 
motivation.  Based on these theories, it becomes clear that people are motivated by 
various factors, be it by the need for self-actualisation, the need to restore equality, or 
by the expectancy that a certain level of performance will result in a desired outcome.   
 
The researcher proceeded to discuss the concept of teacher commitment to profession 
and concluded that section of the literature review by focusing on the factors that may 
impact on the level of professional commitment.  Thereafter, the researcher discussed 
the commitment of teachers to the leader of the organisation (school principal).  The 
phenomenon of community engagement was highlighted next, and the chapter was 
concluded with a detailed discussion on professional development. 
 
In the next chapter, the methodology to investigate the hypothesised model and other 
research objectives will be discussed. 
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CHAPTER 3 
 
THE HYPOTHESISED MODEL TO IMPROVE THE PERFORMANCE INTENT 
OF EDUCATORS 
 
3.1 INTRODUCTION 
 
According to Coombe (1997), a large percentage of the national education budget of 
countries is spent on teachers’ salaries and departments of education wish to see high- 
level performance by teachers.  In 2011 South Africa's expenditure on education was 
6% of gross domestic product. In the 2012/13 financial year, education would account 
for almost R207bn.  During this time, South Africa's education system was ranked 133rd 
out of 142 countries in the world by the World Economic Forum (News24.com, 2012).  
As a result of this unacceptably low ranking, the performance of educators in South 
African schools is the subject of constant debate. 
  
In this chapter the various hypotheses are formulated based on what is revealed in the 
literature about the relationships represented in the hypothesised model.  The study 
investigates the relationships between each of the independent variables, i.e. 
motivation, commitment to the profession, commitment to leader, community 
engagement and professional development, and the impact these variables have on the 
dependent variable, i.e. the performance intent of educators. 
 
3.2 THE INFLUENCE OF MOTIVATION ON PERFORMANCE INTENT  
 
Over the years, many definitions of motivations have been crafted by various authors.  
Kreitner (1995) defines motivation as the psychological process that gives behaviour 
purpose and direction, while Higgins (1994) describes it as an internal drive to satisfy an 
unsatisfied need.   
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According to Glynn, Aultman, and Owens (2005), research reveals that motivation 
levels, rather than teachers’ professional competence, play the more important role in 
student learning.  Ramachandran and Pal (2005) state that in many developing 
countries, teachers are increasingly asked to perform a greater range of duties, 
including health education, distributing food, giving immunisations, taking census data, 
and organising community development activities.  If these teachers are not properly 
compensated, these sorts of demands on teachers can decrease their motivation 
(Ramachandran and Pal, 2005).  
 
VSO – purported to be the world's leading independent international development 
organisation that volunteers to fight poverty – researched and reported on the levels of 
motivation of teachers in three developing countries: Zambia, Papua New Guinea and 
Malawi.  One of its key findings was that there is a strong link between teachers’ 
motivation and performance, and education quality (VSO, 2002).  Teachers in Zambia 
and Papua New Guinea were also asked to list the features of a well-motivated teacher, 
and the following descriptions, amongst others, surfaced:  Hard-working, committed, 
disciplined, punctual, well-prepared, good relationship with colleagues, self-supervised, 
uses a variety of teaching methods, neat physical appearance, etc. (VSO, 2002).  
 
For the purpose of this study, the researcher proposed the following factors that would 
impact the motivation of educators: 
 
3.2.1 Remuneration 
 
According to Chamberlin, Wragg, Haynes and Wragg (2002), economists distinguish 
between the terms ‘performance-related pay’ and ‘merit pay’.  The former is used in 
situations where there are specific measurable outcomes, whereas ‘merit pay’ may be 
given for less easily measured behaviour.  It follows, therefore, that performance-related 
pay is more common for manual workers and merit pay for non-manual and 
professional workers (Chamberlin, Wragg, Haynes and Wragg, 2002). 
50 
 
According to Protsik (1996: 266), as cited in Chamberlin, Wragg, Haynes and Wragg 
(2002), the way an organisation compensates its employees is strategic: ‘Compensation 
. . . serves more than the simple purpose of paying people for their time and hard work.  
Compensation systems communicate organisational desires to employees’. 
 
In the research conducted by VSO (2002), it was found that in all three case study 
countries (Zambia, Papua New Guinea and Malawi) the poor absolute values of the 
teachers’ salaries influenced their levels of motivation quite significantly.  Teachers’ 
concern pertaining to their salaries was especially acute in Zambia and Malawi, where 
teachers’ salaries do not constitute a living wage.  Unsurprisingly, poor remuneration 
had a negative impact on the classroom performance of teachers, as they reported 
being tired and distracted during school time, or taking time out to attend to other 
business during school hours (VSO, 2002).  
 
3.2.2 Fringe benefits 
 
Some of the fringe benefits available to teachers include the following, amongst others 
(Badenhorst [ed]. 2003: 154-160): 
 
- Service bonus: Teachers are dissatisfied with their service bonus which amounts   
to 93 % of one month’s salary payable at yearly intervals calculated to the last  
day of the month of the recipient’s birthday (bonus month); 
 
- Housing loan scheme: The government offers a 100 % housing loan scheme to  
 teachers who have at least 5 years’ teaching experience.  Teachers want this 
benefit to be extended to all teachers regardless of years’ experience; 
 
- Vacation leave: A teacher is entitled to take 12 days’ accumulative vacation leave  
 per annum.  Teachers complain that the 12 days are inadequate and should be 
increased; 
51 
 
- Special leave: Special leave (with full pay) may be granted for study leave  
 purposes for an approved course of study, examinations and quarantine; 
 
- Leave for urgent private affairs: The head of the institution may grant leave for  
 urgent private affairs for a period not exceeding 5 school days; 
 
- Maternity/special leave for confinement: a married female teacher must take 
confinement leave for a period determined by the director, provided that it  
extends over at least two months prior to the anticipated date of the confinement  
and three months past that date; 
 
- Sick leave: According to the Education Law and Policy Handbook (1999: 3B-28),  
 a teacher may be granted sick leave on account of illness for 90 days on full pay  
 and 90 days with half pay in the first cycle of such educator’s term of service and  
 the number of days of sick leave credit are increased by three days with full pay 
and three days with half pay up to a maximum of 120 days with full pay and 120  
days with half pay on completion of each cycle; 
 
- Medical aid: Membership of the Public Servants’ Medical Aid Association is  
 compulsory for all teachers contributing to the pension fund. A married woman 
  whose husband is already a member of the Medical Aid Association may apply 
for exemption from membership of the Public Servants’ Medical Aid Association 
within 30 days of her appointment.  Teachers want their compulsory membership 
of the medical aid scheme to be voluntary in view of the fact that some of them 
spend their whole teaching life without any hospitalisation, but contributing to the 
obligatory medical aid scheme; 
 
- Pension contributions: Teachers appointed in a permanent capacity are 
obliged to contribute to the Government Employees’ Pension Fund (GEPF), and  
their contributions are deducted from their salaries at the rate of 8% irrespective 
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of sex or marital status; 
 
- Retirement on medical grounds: In the event of prolonged illness a teacher may 
retire on pension at his/her own request or at the insistence of the director, and  
the teacher’s pensionable service may be increased by a maximum of 5 years  
according to a specific formula if he/she is under the age of 60. Teachers have  
shown dissatisfaction over the period of grace for retirement on medical grounds  
(i.e. prolonged illness) and want it to be increased to a maximum of 10 years 
(Badenhorst [ed]. 2003: 154-160). 
 
In recent years, South African teachers have engaged in a series of strikes and protest 
marches with a view to securing better salaries and fringe benefits (Whitlow, 2005: 243).  
Paying teachers good salaries and offering them attractive benefits would assist in 
discouraging teaching from exiting the teaching profession (Whitlow 2005: 243).  Prince 
(2003: 91) asserts that deficits in teachers’ fringe benefits lead to disputes between the 
government and the teachers’ unions, while improving teachers’ incentives leads to 
retention of the best teachers in the teaching profession. 
 
3.2.3 Respect of peers  
 
DuFour (2004) asserts that developing the ability of school personnel to function as 
professional collegial communities may result in substantive school improvement.  
When a spirit of cooperation prevails among staff members, it encourages them to 
contribute new ideas, suggestions, and opinions.  This makes them feel more 
committed to the organisation, and fosters increased job efficiency (Shah, 2011). 
 
3.2.4 Respect of leader 
 
According to Pashiardis, Savvides, Lytra and Angelou (2011: 538), successful school 
leaders are driven by a personal value system and are able to communicate this value 
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system with absolute conviction, creating a clear sense of institutional purpose and 
direction.  The moral nature of leadership, in which successful principals communicate 
their vision to the teachers, parents and students on a daily basis, is being emphasised.  
In this way, successful principals are able to create a workplace environment which 
offers learning opportunities and learning experiences for the professional development 
of the staff, as well as for the improvement of students’ academic and social outcomes 
(Pashiardis et al., 2011: 538).   
 
3.2.5 Opportunities for growth 
 
Prawat (1991: 749) describes empowerment as teacher liberation, meaning the teacher 
is free from the "unwarranted control of unjustified beliefs”.  Wellins, Byham and Wilson 
(1991) reason that empowerment occurs when power goes to employees who then 
experience a sense of ownership and control over their jobs.  An organisation 
empowers its people when it enables employees to take on more responsibility and to 
make use of what they know and can learn. According to Terry (2000: 2), “in schools 
where teachers are empowered to be leaders, the focus of control changes from the 
principal to the teachers”.   
 
3.2.6 Job performance 
 
Job performance is referred to an act of accomplishing or executing a given task 
(Griffin, 2012). Harrison and Novak (2006) inferred that efforts by management to 
establish promotion opportunities contribute to employee’s job satisfaction, and act as a 
motivator for job performance.  In examining the perceptions of high school teachers 
about the effects of motivation on their performance at work, Mustafa and Othman 
(2010) found that there is a positive relation between motivation and working 
performance of teachers, i.e., the greater the level of motivation the higher will be the 
teacher’s job performance or if a high level of motivation is provided to teacher then 
their job performance will be increased. 
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Based on the above evidence it is reasonable to believe that motivation will impact 
positively on the performance intent of educators in public schools.  Therefore, it was 
hypothesised that: 
 
H1: Motivation, as expressed by (a) renumeration, (b) fringe benefits, (c) respect of 
peers, (d) respect of the leader, (e) opportunities for growth and (f) job 
performance, exerts a positive influence on the performance intent of educators 
in public schools. 
 
3.3 THE INFLUENCE OF COMMITMENT TO THE PROFESSION ON 
PERFORMANCE INTENT  
 
Teacher professionalisation is a sociological project that centres on the work and status 
of teaching as a profession; whereas teacher professionalism is a pedagogical project 
centred on the internal quality of teaching as a profession, with its relative control in 
making autonomous decisions over teaching practices (SACE, 2005).  Some teachers 
view commitment as part of their professional identity, it defines them and their work 
and they 'get a lot of enjoyment from this' (Elliott and Crosswell, 2001). 
 
Crosswell and Elliott (2004) identify six components of teacher commitment.   
According to the authors, these represent the different ways in which teachers perceive,  
understand and conceptualise the phenomenon of teacher commitment:  
 
- Teacher commitment as a ‘passion’. This conception views teacher commitment 
as a passion or a positive emotional attachment to the work involved in teaching 
generally, or a specific aspect of teaching; 
 
- Teacher commitment as an investment of time outside of contact hours with 
students.  This extra time is discussed as either visible time invested at the 
school site, or invisible time invested off the school site; 
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- Teacher commitment as a focus on the individual needs of the students.  This 
conception considers teacher commitment to be a sharp focus on the needs of 
the learner.  Such needs are discussed as either emotional and/or academic; 
 
- Teacher commitment as a responsibility to impart knowledge, attitudes, values 
and beliefs.  Teachers who hold this conception place great value on the role that 
they play in preparing students for the future and take responsibility for passing 
on a core set of skills, understandings and values; 
 
- Teacher commitment as ‘maintaining professional knowledge’.  Within this 
conceptualisation is the notion that committed teachers are proactive in their 
professional development and in many cases are willing to share with and learn 
from their colleagues; 
 
- Teacher commitment as engagement with the school community. Within this 
conceptualisation is the belief that teachers have a professional responsibility 
that reaches out beyond the four walls of the classroom and perhaps even 
extends beyond the boundary of the school (Crosswell and Elliott, 2004). 
 
According to Cheng (1993) teacher commitment is closely connected to a teacher’s 
work performance and their ability to innovate and to integrate new ideas into their own 
practice, absenteeism, staff turnover, as well as having an important influence on 
students’ achievement in, and attitudes toward school. 
 
Based on the above evidence it is reasonable to believe that commitment to the 
profession will impact positively on the performance intent of educators in public 
schools.  Therefore, it was hypothesised that: 
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H2: Commitment to the profession exerts a positive influence on the performance 
intent of educators in public schools. 
 
3.4 THE INFLUENCE OF COMMITMENT TO THE LEADER ON PERFORMANCE 
 INTENT  
 
Much of the earlier research focused on the need for the principal to care for and about 
the learners at that particular school.  Very little to no literature in education 
management, administration and leadership was available on the role of the principal 
with regard to caring for the teachers.  Kroth and Keelrer (2009) assert that an increase 
in the caring of the school leader towards teachers would increase effectiveness and 
task performance in the teaching and learning situation, which in turn would increase 
the effectiveness of the school as an organisation.  According to Beck (1994), a lack of 
care in schools contributes to declining levels of effectiveness in the organisation, as 
well as to a lack of commitment.  
 
Kouzes and Posner (2007) identified the following practices of exemplary leadership: 
 
- Model the way: referring to the credibility of the leader and the setting of a good 
example; 
- Inspire a shared vision: convincing followers that you understand their needs  
 and have their interests at heart;  
- Challenge the process: searching for ways to innovate, grow and improve by 
listening to your followers; 
- Enable others to act: foster collaboration and build trust;  
- Encourage the heart: recognise contributions and celebrate values and victories  
 through creating a spirit of community. 
 
Dale and Fox (2008) assert that leadership style will affect the relationship between 
superior and subordinate and has a significant relationship with workers’ motivation, 
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attitudes, and job performance.  According to Riaz, Akram and Ijaz (2011), leadership 
style is especially important to motivate employees’ commitment to fulfil organisational 
objectives and increase job performance in the host nation. 
 
Pashiardis et al., (2011: 539) assert that successful leaders make great emotional 
investments in their relationships.  These leaders need to show emotional 
understanding and empathy for the people around them to make them feel they work in 
a safe, respectful and caring environment (Pashiardis, 2011: 539).  Successful 
principals seek the opinions of teachers and strive for mutual understanding.  
Successful principals also support shared decision-making by involving everyone in 
school discussions and encouraging the staff to participate in discussions about values 
and beliefs (Pashiardis, 2011: 539) 
 
“There is no doubt that teachers themselves prefer principals who are honest, 
communicative, participatory, collegial informal, supportive and demanding and 
reasonable in their expectations with a clear vision for the school – principals who work 
‘with’ rather than ‘through’” (Day, Harris, Hadfield, Tolley and Beresford, 2000: 20).  
 
Based on the above evidence, it is reasonable to believe that commitment to the leader  
will impact positively on the performance intent of educators in public schools.  
Therefore, it was hypothesised that: 
 
H3: Commitment to the leader exerts a positive influence on the performance intent 
of educators in public schools. 
 
3.5 THE INFLUENCE OF COMMUNITY ENGAGEMENT ON PERFORMANCE  
 INTENT  
 
Institutions partner with communities in order to collectively meet the needs, hopes, and 
desires of both parties. Engaged universities embrace communities as equal partners 
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who work with, not for, universities in a mutual exchange to discover new knowledge 
and promote and apply learning (Karasik, 1993).    
 
Stewart and Alrutz (2012) outline the following pivotal points, among others, for 
successful university-community partnerships: 
 
- Putting yourself on the market: organisations, like individuals, must identify and  
 name the support mechanisms at their disposal; 
 
- Building on existing relationships: building on current relationships with  
 community organisations can provide exciting opportunities for development and  
 sustained effectiveness; 
 
- Making quality face time: meeting prospective community partners on their own 
turf also can make for a more comfortable, open, and less formal first interaction; 
 
- Naming what you need and want: take the guessing out of partnerships by 
making time to build trust and openly work through misunderstandings; 
 
- Actions speak louder than words: talk only goes so far if it is not backed up by 
concrete actions and recognisable gestures of love, appreciation, and support; 
 
- Addressing conflict: naming worries and fears about specific conflicts early in a  
 partnership may help the partners to be more intentional about how they address 
 conflicts of interest or other potential challenges; 
 
- Routine maintenance: take the time to assess their needs and challenges; send 
notes and offer other gestures of recognition, thanks, and appreciation.  
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- It’s not you; it’s me: learn how to initiate difficult conversations about letting go  
 if/when a university-community partnership no longer has the potential to  
 support and challenge each party (Stewart and Alrutz, 2012). 
 
According to Bringle and Hatcher (2002: 507), self-awareness, communication, and 
self-disclosure become paramount for individuals when initiating and developing 
partnerships.  Kanter (1974) asserts that teachers are thought to have commitments to 
the social context in which they work, that is the social system. 
 
Based on the above evidence it is reasonable to believe that community engagement 
will impact positively on the performance intent of educators in public schools.  
Therefore, it was hypothesised that: 
 
H4: Community engagement exerts a positive influence on the performance intent of 
educators in public schools. 
 
3.6 THE INFLUENCE OF PROFESSIONAL DEVELOPMENT ON PERFORMANCE 
INTENT  
 
Day (1999:4) states that professional development should be seen as a process by 
which teachers review, renew and extend their commitment as change agents to the  
moral purposes of teaching; and by which they acquire and develop their knowledge, 
skills and attitudes.   
 
Earley and Porritt (2013) state that according to the research syntheses from the Centre 
for Evidence-Informed Policy and Practice in Education (EPPI), conducted by 
Cordingley et al. (2004, 2005, 2006a, 2006b), Professional Development activity that is 
effective needs to incorporate, for example, reflection, collaborative approaches and 
external input and for such activity to be determined by individual needs and sustained 
over time.  
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Earley and Porritt (2013) identified nine factors which strongly influenced effective 
Professional Development.  These were: 
 
- Establishing clarity of purpose at the outset in Professional Development activity. 
- Specifying a focus and goal for Professional Development activity aligned to 
clear time-scales. 
- Including a focus on pupil outcomes in Professional Development activity. 
- Participants’ ownership of Professional Development activity. 
- Engagement with a variety of Professional Development opportunities. 
- Time for reflection and feedback. 
- Collaborative approaches to Professional Development. 
- Developing strategic leadership of Professional Development. 
- Understanding how to evaluate the impact of Professional Development. 
 
The above were determining factors in Professional Development activity having an 
impact on colleagues’ thinking and practice, the learning of pupils and organisational 
improvement.  Having this impact is the hallmark of effective Professional Development 
(Earley and Porritt, 2013). 
 
In a study of teachers who participated in Ohio’s Statewide Systemic Initiative in science 
and mathematics, it was found that after 160 hours of highly intensive inquiry-based 
professional development, the attitudes of teachers changed especially towards reform, 
their preparation to use reform-based practices, and their use of inquiry-based teaching 
practices. Moreover, they found out that these changes persisted many years after 
teachers concluded their experience (Supovitz, Mayer and Kahle, 2000). 
 
Against this literature background, it is reasonable to believe that professional 
development will impact positively on the performance intent of educators in public  
schools.  Therefore, it was hypothesised that: 
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H5: Professional development exerts a positive influence on the performance intent 
of educators in public schools. 
 
Sections 3.2 to 3.6 explained the hypothesised relationships among the variables  
investigated in this study.  These different relationships are graphically depicted in 
Figure 3.1. 
 
FIGURE 3.1: THE HYPOTHESISED MODEL TO IMPROVE THE PERFORMANCE  
  INTENT OF SCHOOL EDUCATORS   
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3.7 CHAPTER SUMMARY 
 
An educated population remains the fundamental platform for meeting most of the other 
Millennium Developmental Goals (MDGs), and for this reason a well-oiled education 
system is an absolute must.  Educators are key drivers in propelling their countries 
towards new levels of human development, and therefore, the performance of 
educators in the classroom situation deserves constant, close scrutiny from rulers of the 
country and guardians of the education system alike.   
 
This chapter provided reasonable evidence that the identified independent variables, i.e. 
motivation, commitment to the profession, commitment to leader, community 
engagement and professional development, have a positive impact on the dependent 
variable, i.e. the performance intent of educators.  The relationship between these 
factors, on the one hand, and the performance intent of educators, on the other hand, 
now forms the hypothesised model to improve the performance intent of educators in 
South African public schools. 
   
The next chapter outlines the research design methodology used in this study.  Detailed 
reference is made to the research paradigm, the sample, the pilot group and the 
measuring instrument.  The reliability and validity of the measuring instrument are also 
discussed in Chapter 4.  An explanation on the process of data collection is also 
provided, and the data analyses presented.   
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CHAPTER 4 
 
THE METHODOLOGY OF THE STUDY AND EMPIRICAL RESULTS 
 
4.1 INTRODUCTION 
 
This chapter provides an overview of the research design methodology used in this 
study.  Detailed reference is made to the research paradigm, the sample and the 
measuring instrument.  An explanation on the process of data collection is also 
provided.  The instruments used to measure the different variables investigated in this 
study were chosen based on the strength of their reported psychometric properties, 
including their validity and reliability.  
 
4.2 RESEARCH PARADIGM 
 
Collis and Hussey (2003: 1) state that research has to be organised and must be 
conducted systematically by using appropriate methods to collect and analyse the data 
to address a particular problem.  Therefore, careful attention should be given to the 
methodology used to conduct research.  Research methodology, also known as the 
research paradigm, refers to the overall approach to the research process and how 
research is viewed with respect to how data are collected and analysed (Collis and 
Hussey, 2003:55).  Collis and Hussey (2003: 47) proceed to distinguish between two 
main research paradigms or philosophies, namely a positivistic paradigm or a 
phenomenological paradigm.   
 
According to Collis and Hussey (2003: 52), the positivistic approach investigates the 
causes of social phenomena by applying logical reasoning to the research, putting 
much emphasis on objectivity, precision and rigour.  Larger samples are used and this 
approach is mainly focused on testing hypotheses.  The data are highly specific and 
precise, whilst the reliability is high.  In contrast, a phenomenological paradigm uses 
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small samples and concerns itself with the generation of theories.  The data are rich and 
subjective, and the reliability is low (Collis and Hussey, 2003: 55).  
 
A phenomenological paradigm attempts to understand people’s perceptions, 
perspectives and comprehension of particular situations.  It is based on the belief that 
the researcher’s ability to interpret and make sense of what he or she sees is critical for 
an understanding of any social phenomenon.  It is difficult to quantify and has low 
reliability, as it uses small samples and produces qualitative data regarded as being 
subjective (Collis and Hussey, 2003: 55).   
 
Collis and Hussey (2003: 161) assert that data can be described as qualitative or 
quantitative.  Qualitative data are concerned with qualities and non-numerical 
characteristics, while quantitative data refer to data collected in numerical form. 
According to Lancaster (2005: 76), some projects require the researcher to employ both 
quantitative and qualitative methods of data collection.  This method is referred to as 
triangulation and leads to a theory from one discipline such as marketing being taken 
and used to explain a phenomenon in another discipline such as purchasing (Collis and 
Hussey, 2003: 78). 
 
The quantitative approach to data collection offers the benefit of the relative ease and 
speed with which the research can be conducted.  In this paradigm, it is possible to use 
large samples, whereas the sample size may be small in the cases of a qualitative 
paradigm.  A qualitative data collection method could be expensive and time-
consuming, although it can be argued that qualitative data provide a more real basis for 
analysis and interpretation (Collis and Hussey, 2003: 163). 
 
A positivistic paradigm would normally render quantitative data, whereas a 
phenomenological paradigm would normally render qualitative data. Table 4.1 below 
highlights the main differences between the two research methods. 
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TABLE 4.1 POSITIVISTIC VERSUS PHENOMENOLOGICAL RESEARCH 
 Positivistic research Phenomenological research 
 
 
 
 
Purpose: 
- To gain an understanding of  
  underlying reasons and motivations. 
- To provide insights into the setting  
  of a problem, generating ideas  
  and/or hypotheses for later  
  quantitative research to uncover  
  prevalent trends in thought or  
  opinion. 
- To quantify data and  
  generalise results from a  
  sample to the population of 
  interest. 
- To measure the incidence  
  of various views and  
  opinions in a chosen  
  sample. 
 
 
 
Sample: 
 
- Usually a small number of non- 
  representative cases.  
- Respondents selected to fulfil a  
  given quota. 
- Usually a large number of  
  cases representing the  
  population of interest – at  
  least 30.  
- Randomly selected  
  respondents. 
 
Data 
collection: 
- Unstructured or semi-structured  
  techniques, e.g. individual depth  
  interviews or group discussions. 
 
- Structured techniques such  
  as interviews. 
Data 
analysis: 
 
- Non-statistical. 
 
- Statistical, in table format. 
 
 
Outcome: 
- Exploratory or investigative. 
- Findings are inconclusive. 
- Develop understanding and a sound  
  base for further decision-making.  
- Findings are conclusive and  
  usually descriptive in nature. 
- Used to recommend a final  
  course of action. 
Source: Qweleka (2009:85) 
 
This research project has employed a quantitative paradigm, given that the researcher 
sought to measure the relationship between various factors. 
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4.3 THE SAMPLE 
 
Selecting a sample is an important element when conducting research.  A sample 
consists of some of the members of the population being studied.  A population may be 
referred to as a body of people or any other collection of items under consideration for 
research purposes.  A good sample must be chosen at random, it must be large enough 
to satisfy the needs of the investigation being conducted and must be unbiased.  When 
a population is small, the researcher can include the entire population in the study.  This 
type of study is called a census study because data are gathered on every member of 
the population (Collis and Hussey, 2003:155).  
 
According to McMillan and Schumacher (2006:119), there are two main categories of 
sampling techniques: probability and non-probability sampling.  In probability sampling 
subjects are drawn from a larger population in such a way that the probability of 
selecting each member of the population is known.  Examples of probability sampling 
methods include simple random sampling, systematic sampling, stratified random 
sampling and cluster sampling. Non-probability sampling does not include any type of 
random selection from a population.  The researcher uses subjects who happen to be 
accessible or may represent certain types of characteristics.  Non-probability sampling 
methods include convenience sampling, purposeful or judgemental sampling and quota 
sampling (McMillan and Schumacher, 2006:125-126). 
 
 A good research sample is a subset of the population that within a certain level of 
accuracy is representative of the research population.  According to Webb (2002), one 
has to navigate a number of stages in order to draw a representative sample.  These 
steps are tabled below: 
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TABLE 4.2 THE SAMPLING PROCESS 
 
STAGE 1: Define the population 
Establish the element from which the 
research is required. 
 
STAGE 2: Define a frame for the population 
Establish the boundaries of the 
research population. 
 
STAGE 3: Select a sampling unit 
This is the entity which holds the 
elements of the sample population so 
that the information may be extracted 
 
 
 
STAGE 4: Choose a sampling method 
In probability samples, all the 
elements have a known, non-zero 
chance of selection and are selected 
randomly.  In non-probability 
samples, specific elements are 
selected in a non-random manner for 
convenience.  
 
 
STAGE 5: Decide on the size of the sample 
Establish how large the population 
should be so that the variability is not 
too high and that the valid analysis of 
sub-groups of the possible is 
possible. 
 
 
STAGE 6: Define the sampling plan 
Deciding on the method of selecting 
the maximum and most relevant 
information with minimal possibility of 
error. 
STAGE 7: Select the sample The process of selecting the sample. 
Source: Webb (2002) 
 
Given that the population was known to the researcher, the convenience sampling 
method was employed.  Altogether 360 questionnaires were distributed to seven (7) 
Public High Schools and ten (10) Public Primary Schools in the Uitenhage Education 
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District.  The sample included principals, deputy-principals, heads of department and 
post level one educators at the selected schools to ensure a balanced view.    
 
The researcher constructed his own questionnaire, which he personally delivered to the 
principals of the targeted schools.  These principals proceeded to disseminate the 
questionnaires among their staff members, and they collected the completed 
questionnaires.  The researcher did regular follow-ups to ensure a good response rate;  
316 questionnaires were returned by the sampled schools, translating into a response 
rate of 88%, which is depicted in Figure 4.1.  Anonymity and confidentiality were strictly 
guaranteed.  
 
FIGURE 4.1: SURVEY QUESTIONNAIRE RESPONSE RATE 
Survey Questionnaire response rate
88%
12%
Total received
Total outstanding
 
Figure 4.2 illustrates that 55% of the respondents were from Public High Schools and 
45% from Public Primary Schools.  
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FIGURE 4.2:  RESPONSE RATE BY TYPE OF SCHOOL   
45%
55%
Primary Schools
Secondary Schools
 
The demographic composition of the respondents is depicted in Table 4.3 below. 
 
TABLE 4.3:  DEMOGRAPHIC COMPOSITION OF THE SAMPLE   
Gender Number of responses Percentage of responses 
Female 209 66 
Male 107 34 
Total 316 100 
Age Group Number of responses Percentage of responses 
20-30 33 10 
31-40 47 15 
41-50 122 39 
51+ 114 36 
Total 316 100 
 
Figure 4.3 indicates that 66% of the respondents were female and 34% were male.  
This implies that there is a seemingly skewed distribution of gender in the sampled 
schools. 
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FIGURE 4.3:  RESPONSE RATE BY GENDER 
Response rate by gender
66%
34%
Female
Male
 
 
 
FIGURE 4.4:  RESPONSE RATE BY AGE GROUP 
Response rate by age group
10%
15%
39%
36%
20-30
30-40
31-40
51+
 
 
Figure 4.4 indicates that a mere 10% of the respondents were aged between twenty 
and thirty years, and collectively only one quarter (twenty-five percent) of the 
respondents form part of the twenty to forty year bracket.  Of great concern is the fact 
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that 36% of the respondents are aged fifty-one years and older.   This ought to be a 
cause for concern for schools, as it indicates that more than a third of the current staff 
members of schools are closing in on the retirement age.  In some cases staff members 
might be contemplating early retirement, resulting in the loss of many of the more 
experienced teachers over a relatively short period of time.   
 
TABLE 4.4:  LEVEL OF EDUCATION, CURRENT LEVEL OF APPOINTMENT AND  
                     YEARS OF TEACHING EXPERIENCE 
 
Highest Qualification Number of responses Percentage of responses 
Senior Certificate 11 3 
Teachers’ Diploma 148 47 
Bachelor’s Degree 109 35 
Honours Degree or equivalent 42 13 
Master’s Degree 6 2 
Doctoral Degree 0 0 
Total 316 100 
Teaching experience 
in years 
 
Number of responses 
 
Percentage of responses 
0-10 61 19 
11-20 73 23 
21-30 107 34 
31+ 75 24 
Total 316 100 
Current Appointment Number of responses Percentage of responses 
Educator 261 83 
Head of Department 41 13 
Deputy-Principal 8 2 
Principal 6 2 
Total 316 100 
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Table 4.4 illustrates the level of education, the number of years of teaching experience, 
as well as the current level of appointment of the respondents. 
 
Figure 4.5 indicates that 3% of the respondents have no formal teaching qualification.  
This is a very worrying aspect, as it calls into question not only the content knowledge of 
the respondents, but also their overall commitment to the teaching profession.  The 
response rate from those staff members who hold a Teacher’s Diploma was 47%, while 
the number of respondents who have obtained a bachelor’s degree rank stood at 35%.  
A mere 15% of the respondents engaged in and completed some form of post-graduate 
studies, with 13% having obtained an Honours degree or equivalent and 2% having 
obtained a Master’s degree. None of the respondents had obtained Doctoral degrees. 
 
FIGURE 4.5:  RESPONSE RATE BY LEVEL OF QUALIFICATION 
Response rate by level of qualification 
3%
48%
34%
13%
2%0%
Senior Certificate
Teacher's Diploma
Degree
Honours Degree
Master's degree
Doctoral Degree
 
 
Figure 4.6 illustrates the total years’ teaching experience of the respondents; 19% of the 
respondents had teaching experience of between 0 and ten (10) years.  There were 
23% of the respondents with teaching experience of between eleven (11) and twenty 
(20) years.  A further 34% of the respondents had teaching experience of between 
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twenty-one (21) and thirty (30) years.  There were 24% of the respondents with thirty-
one (31) or more years of experience in the teaching profession.   
 
FIGURE 4.6:  RESPONSE RATE BY TOTAL YEARS’ TEACHING EXPERIENCE 
Response rate by total years teaching experience 
19%
23%
34%
24%
0-10
'11-20
21-30
31-40
 
 
 
FIGURE 4.7:  RESPONSE RATE BY CURRENT APPOINTMENT 
 
Response rate by current appointment
82%
13%
3% 2%
Educator
Head of Department
Deputy-Principal
Principal
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The response rate by current appointment is depicted in Figure 4.7.  Of all the 
respondents, 83% were Post level 1 Educators, 13% were Heads of Departments, 2% 
were Deputy-Principals and a further 2% were Principals.  
 
4.4 THE MEASURING INSTRUMENTS  
 
According to Collis and Hussey (2003: 173), questionnaires are associated with both 
the positivistic and phenomenological methodologies.  Lancaster (2005: 141) states that 
a questionnaire consists of a list of carefully structured questions, which are selected to 
acquire reliable responses from a chosen sample.  Questionnaires are used to gather 
routine information and to determine what the selected group of participants do, think or 
feel through closed questions.  Questionnaires also make use of open-ended questions, 
which provide more insight into the views of the participants (Lancaster, 2005: 141). 
 
A self-constructed measuring instrument in the form of a questionnaire was constructed 
and used to collect the data and measure the variables.  All the questions used in this 
study were closed questions.  The content of these questions was based on the 
literature review done in Chapter 2.  These questions were anchored on a five-point 
Likert scale ranging from strongly disagree (1) to strongly agree (5).  The measuring 
instruments are depicted in Annexure B.  The STATISTICA Version 10 (2010) computer 
software program was used to conduct the statistical analyses in the study.  The 
literature review sources were used to measure the variables as indicated below: 
 
4.4.1 Motivation 
 
There were twenty-four (24) statements on motivation derived from various literature 
sources. Of these twenty-four (24) statements, four (4) statements were devoted to the 
respondents’ satisfaction with pay, four (4) statements related to their satisfaction with 
the fringe benefits they receive, four (4) statements dealt with the respect they receive 
from their peers, four (4) statements investigated their satisfaction with the respect they 
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received from the school’s leadership, four (4) statements related to their satisfaction 
with opportunities for growth in the profession and four (4) statements dealt with their 
satisfaction with their own job performance. Maslow (1943) in Arnolds (1999: 59) states 
that a theory on motivation should emphasise ultimate or basic goals, rather than partial 
or superficial ones.  The focus should be on ends, rather than on means to these ends.  
According to Steers (1991: 169-172), as cited in Arnolds (1999: 57), a high level of 
motivation is associated with higher job satisfaction, lower absenteeism and a lower 
inclination to resign from the employing organisation. In the opinion of Arnolds (1999: 
61), most authors agree that motivation is a process which originates from an 
unsatisfied need and culminates with the achievement of a goal.   
 
4.4.2 Commitment to profession 
 
There were four (4) statements on commitment to profession derived from various 
literature sources.  According to Kanter (1974: 127), commitment is “a process of 
binding actors into social systems”.  Kanter (1974: 127) describes commitment as the 
process through which people become willing to give their loyalty and energy to a 
particular social system, because that particular system is deemed to be representative 
of “the needs and nature of the person”.  
 
School culture plays a significant role in teacher commitment.  Schools are social 
organisations with embedded cultures, impacting on the behaviour of participants, 
particularly the teachers who work there (Becker and Reil, 1999).   
 
Even in the current educational climate of constant reform and increased accountability, 
some teachers are still able to manoeuvre within an increasingly restricting work 
environment and are creating spaces and ways to maintain their professional 
commitment (Hatton and Watson, 2002).  
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4.4.3 Commitment to leader 
 
There were four (4) statements on commitment to the leader derived from various 
sources.  It had been recognised in the mid-1990s in South Africa that school 
management was key to improvements in the education system (SADE, 1996b) and the 
international literature indicated that the role of the principal would be critical in how the 
innovation would be received by their school (Sammons, Hillman and Mortimore, 1997). 
International research indicates that ‘transformational’ leaders are most effective in 
adopting and sustaining innovation in schools, as compared to ‘transactional’ managers 
(Fullan, 1991; Van den Berg, Vandenberghe & Sleegers, 1999).  
 
According to Osman (2012), it is expected that school principals should help improve 
school climate and create a favourable environment for learning for teachers, student 
and the school community.  In exercising leadership for climate improvement, the 
principal's major role is to provide the staff with information, the expectations, the 
support, and the supervision so that the staff are able to serve as mediators and 
transmitters of the principal’s expectations. If the principal's words or actions express 
either a sense of complacency or a sense of futility in the message the faculty will 
receive and respond to, and transmit it.  If the principal is both optimistic and systematic 
in messages, which are transmitted, the staff will also be optimistic and thorough in 
performance (Osman, 2012). 
 
4.4.4 Community engagement 
 
There were eight (8) statements on community engagement derived from various 
literature sources.  Four (4) of these statements concentrated on the respondents’ 
involvement with the community, while the other four (4) statements focused on the 
benefits of such involvement with the community.  According to Butin (2007), community 
engagement is not just about reconnecting institutions of higher education to the real-
world lives of their students and to the communities surrounding them. The goal – more 
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humble and yet more radical – is to provide faculty with an additional set of tools by 
which to do their jobs effectively.  Research on the value of community “funds of 
knowledge” and the positive impact of community organisations working outside of 
traditional school structures, suggests that educators who are able to collaborate with 
the local community will be able to impact a range of student outcomes (Moll, Amanti, 
Neff and Gonzales,1992). 
 
4.4.5 Professional development 
 
There were eight (8) statements on professional development derived from various 
literature sources.  The first four (4) of these statements investigated respondents’ 
perception regarding professional development at their respective schools, while the 
other four (4) statements concentrated on the attitudes of the respondents towards 
professional development.  According to Eraut (1994), it is not merely the type of 
professional knowledge being acquired during professional development sessions that 
is important, but also the context through which it is acquired and subsequently used, 
which assists participants to understand the nature of that knowledge. Analysing the 
means through which continuous professional development for teachers is organised 
and structured may help in grasping not only the motivation behind such structures, but 
also the nature of professional knowledge and professionalism itself. Eraut (1994: 20) 
identifies three major contexts in which professional knowledge is acquired – the 
academic context, institutional discussion of policy and practice, and practice itself  
 
According to Bubb and Earley (2007), evaluating Professional Development and its 
effectiveness is an important part of the training and development cycle, but it is often 
thought of as a complex and lengthy, resource-intensive process. 
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4.5 THE PILOT STUDY 
 
Collis and Hussey (2003: 175) suggest that the researcher should provide clear 
instructions in the questionnaire as to exactly what he/she would like the respondent to 
respond.  This can be achieved by means of a pilot study, which may pinpoint items 
difficult to comprehend.  According to Lancaster (2005: 108), a pilot study assists in 
refining the questionnaire to ensure that the respondents should not experience 
problems in answering the questions with which they are presented.  Therefore, it tests 
the suitability of the data collection techniques employed.   
 
A questionnaire with close-ended questions anchored on a five-point Likert scale was 
constructed.  The five-point Likert scale was used for the respondents to rate their level 
of agreement from strongly disagree (1) to strongly agree (5) for each given statement 
on the instrument.  The questionnaire was validated by conducting a pilot study with 
experts from the education field.  These experts included a recently retired school 
principal, two current school principals, one deputy-principal, two heads of department 
and one post level one educator.  Each of them had more than ten years’ experience in 
the teaching profession.  The feedback from and the discussions with the pilot group 
proved invaluable, and resulted in the researcher making improvements to the 
questionnaire.  The improved questionnaire was used in the actual data collection 
process.   
 
4.6 THE RELIABILITY OF THE MEASURING INSTRUMENTS 
 
A measuring instrument needs to be reliable, realising optimal results under different 
conditions (Lancaster, 2005: 71-72).  According to Collis and Hussey (2003: 58), 
reliability is concerned with the findings of the research and is one aspect of testing the 
credibility of the findings.  If a research finding can be repeated, it is viewed as reliable 
(Collis and Hussey, 2003: 58).  According to McMillan and Schumacher (2006: 183), 
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reliability refers to the consistency of the measurement. Collis and Hussey (2003: 186) 
list the following ways of estimating the reliability of the responses to questions: 
 
- The test-retest method is used to determine the extent to which the same  
 instrument yields the same results on two different occasions.  The respondents  
 are requested to answer the same questions twice to determine whether their  
 responses will remain unchanged.  The responses from the two different  
 occasions are correlated and the correlation coefficient of the two sets of data is  
 computed, resulting in an index of reliability. 
 
- The split-halves method splits the questionnaire of interview record sheets into  
 two equal halves and a correlation of the two data sets is computed. 
 
- The internal consistency method correlates every item with other items across  
 the entire sample to which all the items within a single instrument yield similar  
  results. 
 
According to Cook (2009: 115), reliability measurement is ideal when the sample size 
consists of 200 or more people.  In those instances where the sample size is small, the 
researcher must provide reliability coefficients for the tests used.  Cook (2009: 115) 
further suggests that the Cronbach alpha is an ideal measuring tool when participants 
respond to questions that are anchored on a Likert scale.   According to McMillan and 
Schumacher (2006: 186), the Cronbach alpha is generally the most appropriate type of 
reliability for survey research and other questionnaires in which there is a range of 
possible answers for each item.  The closer a Cronbach’s coefficient alpha is to 1.00, 
the higher the internal consistency and reliability of the instrument.  Zikmund, Babin, 
Carr and Griffin (2010) reckon that a Cronbach alpha of below 0.60 is regarded as poor 
reliability, 0.60 is fair, 0.70 is good and above 0.80 is very good reliability.  Arnolds and 
Boshoff (2001: 40) suggest, however, that a Cronbach alpha of 0.50 has been regarded 
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in many research studies as acceptable for basic research, whereas an instrument that 
produces a reliability coefficient of above 0.70 is normally regarded as reliable. 
 
In this research study, the Cronbach alpha coefficients were used to calculate the 
internal consistency regarding the reliability of the measuring instrument.  The results, 
reported in Table 4.5 show that all the instruments returned alpha values of more than 
0.60, which indicates fair reliability, according to Zikmund et al. (2000) 
 
TABLE 4.5:  CRONBACH ALPHA VALUES OF THE MEASURING INSTRUMENTS 
MEASURING INSTRUMENTS CRONBACH ALPHA VALUE 
Motivation α = 0.72 
Commitment to profession α = 0.81 
Commitment to leader α = 0.64 
Community engagement α = 0.83 
Professional development α = 0.88 
 
4.7 THE VALIDITY OF THE MEASURING INSTRUMENTS 
 
According to Lancaster (2005: 70), validity is viewed as an important attribute of a 
measuring instrument pertaining to its credibility.  Lancaster (2005: 70) describes 
validity as the extent to which the research method describes or measures what it is 
supposed to describe or measure.  Evans (2010: 339) describes validity as the extent to 
which a model represents reality.  It can be judged by identifying and examining the 
assumptions made in a model to ascertain how they are in agreement.   
 
Olivier (2006: 62) states that validity takes various forms including face validity, content 
validity, criterion validity and constructive validity. According to Collis and Hussey (2003: 
59), face validity ensures that the measures used by the researcher do actually 
measure or represent what they are supposed to measure.   Content validity represents 
the extent to which a measuring instrument is a representative sample of the content 
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area being measured, while criterion validity represents the extent to which the results 
of an assessment instrument correlate with one another (Olivier, 2007: 62).  Pennington 
(2003: 37) states that criterion validity is a measure of how well one variable or set of 
variables predicts an outcome based on information from other variables.   
 
Collis and Hussey (2003: 59) also refer to construct validity, which measures 
characteristics, known as hypothetical constructs, which cannot be directly observed, 
but must instead be inferred from patterns in people’s behaviour.  These include, 
amongst others, motivation, satisfaction, ambition and anxiety (Collis and Hussey, 2003: 
59).  It is important that a questionnaire statement purporting to measure a particular 
construct (for example, motivation) does in fact measure motivation, and not 
professional development.  If that does not happen, that particular questionnaire 
statement is not a valid measure of motivation.  Discriminant validity is, therefore, a form 
of construct validity.  Malhotra (1999) asserts that convergent validity refers to the 
degree of the positive relationship between the independent variable used in the 
questionnaire, and the other variables. 
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TABLE 4.6: EXPLORATORATORY FACTOR ANALYSIS: MOTIVATIONAL 
                    FACTORS 
 Factor – 1 
Respect 
from 
supervisor 
Factor – 2 
Satisfaction 
with pay 
Factor – 3  
Satisfaction 
with fringe 
benefits 
Factor – 4 
Satisfaction 
with growth 
factors 
Factor – 5 
Respect 
from peers 
FBEN 1 0.063794 0.187180 0.777428 -0.067445 0.027301 
FBEN2 0.242419 0.294272 0.671007 -0.042367 -0.069687 
FBEN3 0.227564 0.285513 0.660905 0.089819 0.144990 
FBEN4 0.048773 0.267973 0.716258 0.033355 0.041180 
GROW1 0.266018 0.022363 0.254847 0.484788 0.086199 
GROW2 0.146690 -0.134374 0.462259 0.375656 0.274917 
GROW3 0.110662 0.058030 0.011215 0.792422 0.061270 
GROW4 0.147203 0.070262 -0.085747 0.737132 0.042864 
PAY1 0.116518 0.744490 0.197149 0.060588 0.082446 
PAY2 0.103870 0.792472 0.182989 0.032220 0.161618 
PAY3 0.081978 0.751689 0.128255 0.181863 -0.076509 
PAY4 -0.002569 0.726945 0.251714 -0.146324 0.015596 
PEER1 0.083615 0.084517 0.035740 -0.140933 0.785331 
PEER2 0.259400 0.013488 0.082899 0.287193 0.627469 
PEER3 0.302754 0.222524 -0.014907 0.201207 0.585842 
PEER4 0.330868 -0.046136 0.101612 0.255671 0.571108 
RESL1 0.522275 0.041302 0.331127 0.179204 0.181427 
RESL2 0.859953 0.082765 0.063134 0.059670 0.092383 
RESL3 0.750128 0.148788 0.179320 0.068394 0.203704 
RESL4 0.817817 0.037177 0.090308 0.164262 0.127326 
Eigen value 2.793513 2.668627 2.615376 1.897679 1.934931 
Cronbach alpha 0.81 0.80 0.76 0.56 0.69 
Note:  Loadings greater than 0.40 were considered significant. 
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TABLE 4.7 EXPLORATORATORY FACTOR ANALYSIS: OTHER  
ORGANISATIONAL FACTORS 
 Factor – 1 
Professional 
development 
Factor – 2 
Community 
Engagement 
Factor – 3 
Professional 
Role-modelling 
Factor – 4 
Commitment to 
profession 
CENG1 0.083196 0.130811 0.779978 0.062624 
CENG2 0.030341 0.780072 0.075248 -0.033263 
CENG3 0.120908 0.738383 -0.041031 0.077802 
CENG5 0.073545 0.790711 0.182137 0.072640 
CENG6 0.027750 0.712150 0.178800 0.225844 
CENG7 0.024064 0.623371 0.148709 0.335317 
CENG8 0.210146 0.700485 -0.151262 0.240860 
COML1 0.761797 0.077060 0.207800 0.230588 
COML3 0.800895 -0.020036 0.157865 0.127816 
COML4 0.358992 0.163247 0.205149 0.514418 
COMP1 0.119477 0.072484 0.732276 0.189627 
COMP2 0.216895 0.101749 0.431298 0.617352 
COMP3 0.172754 0.201553 0.350986 0.665116 
COMP4 0.247734 0.138396 0.118490 0.780008 
PDEV1 0.719955 0.104664 0.148795 0.097592 
PDEV2 0.806261 0.129927 0.005321 0.057761 
PDEV3 0.588317 0.130579 -0.045427 0.452769 
PDEV4 0.746544 0.095428 0.005465 0.263670 
PDEV7 0.236896 0.152214 -0.180640 0.697914 
PDEV8 0.625444 0.052995 -0.208973 0.297132 
Eigen value 4.095693 3.370830 1.796076 2.902574 
Cronbach alpha 0.88 0.83 0.64 0.81 
Note:  Loadings greater than 0.50 were considered significant. 
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Given the importance attached to construct validity, discriminant validity was assessed 
in the present study.  Exploratory factor analysis was conducted to assess the 
discriminant validity of the instruments.   
 
In the exploratory factor analyses conducted in the present study, Principal Component 
Analysis was specified as the method of factor extraction and Varimax rotation of the 
original factor matrix was used.  In the first factor analysis, namely motivation, the 
extraction of five sub-factors was specified.  These five factors include respect from the 
supervisor, satisfaction with pay, satisfaction with fringe benefits, satisfaction with 
growth factors and respect from peers.  It was postulated that each of the five variables 
was a separate and distinct construct, but that their “distinctness and separateness” 
should be empirically verified. Furthermore, the extraction of other organisational 
variables, including Commitment to profession, Professional role-modelling, Community 
engagement and Professional development was also specified. 
 
Table 4.6 shows that four respect from the supervisor items (RESL1, 2, 3 and 4) loaded 
on factor 1.  It also shows that the four satisfaction with pay items (PAY1, 2 3 and 4) all 
loaded on factor 2.  The four satisfaction with fringe benefits items (FBEN1, 2, 3 and 4), 
as well as one satisfaction with growth factors item (GROW2), loaded on factor 3.   
Three of the four satisfaction with growth items (GROW1, 3 and 4) loaded on factor 4.  
The table also shows that all four of the respect from peers items loaded on factor 5. 
 
Table 4.7 shows that five professional development items (PDEV1, 2, 3, 4, 7 and 8), as 
well as two commitment to the leader items loaded on factor 1. Two professional 
development items (PDEV5 and 6) did not load on any of the factors, and should, 
therefore, be regarded as invalid items.  One professional development item (PDEV7) 
did not load for factor 1, but rather on factor 4.  It also shows that six community 
engagement items loaded on factor 2.  The item which deals with teachers inviting 
community members to address their learners did not load at all, and should, therefore, 
be regarded as an invalid item.  One community engagement item (CENG1) loaded on 
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factor 3, as did one of the commitment to profession items (COMP1).  The three other 
commitment to profession items (COMP2, 3 and 4), as well as one commitment to the 
leader (COML4), and the afore-mentioned professional development item (PDEV7) 
loaded on factor 4.   
 
4.8 THE EMPIRICAL RESULTS 
 
From the empirical results it can be deduced that reliable and valid measuring 
instruments were used in this study.  A multiple regression analysis was conducted to 
statistically investigate the relationships among the five independent variables 
(motivation, commitment to profession, professional role-modelling, community 
engagement and professional development) and the dependent variable (the 
performance intent of educators).  
 
4.8.1 Descriptive statistics 
 
The analysis of data consisted of the calculation of the percentages, mean scores and 
standard deviation per questionnaire statement.  The strongly disagree and disagree 
responses were combined to form disagree.  Similarly, the strongly agree and agree 
responses were combined to make the analysis easier to comprehend. 
 
Table 4.6 to Table 4.12 provide a summary of the responses of the participants to the 
five independent variables, as well as their perceptions of the performance intent of 
educators in public schools in the Uitenhage District. 
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4.8.1.1 Motivation 
 
4.8.1.1(a) Respect from the supervisor 
 
TABLE 4.8.1: DESCRIPTIVE STATISTICS: TEACHERS’ PERCEPTIONS ON  
  RESPECT FROM THE SUPERVISOR 
 
CODE 
 
DESCRIPTION 
% 
Disagree 
% 
Neutral 
% 
Agree 
Mean 
Score 
Standard 
deviation 
 
RESL1 
My school’s leadership lets me 
know when I could improve my 
performance 
 
16 
 
23 
 
61 
 
3.48 
 
0.948 
 
RESL2 
My school’s leadership 
encourages people to make 
suggestions 
 
15 
 
14 
 
71 
 
3.64 
 
1.058 
 
RESL3 
My school’s leadership takes 
account of my wishes and desires 
 
20 
 
20 
 
60 
 
3.42 
 
1.034 
 
RESL4 
My school’s leadership keeps me 
informed of what is happening in 
the school 
 
13 
 
14 
 
73 
 
3.82 
 
1.038 
AVERAGE PERCENTAGE, MEAN AND 
STANDARD DEVIATION 
16.00 17.75 66.25 3.49 1.020 
 
Table 4.8.1 reflects the views of the respondents pertaining to their perceptions on the 
respect they enjoy from their supervisors, bearing in mind that some of the respondents 
were principals.  Their supervisors, therefore, would be the relevant education district 
officials.  The mean scores achieved on the four questionnaire statements dealing with 
respect from the supervisor varied between 3.42 and 3.82.  The standard deviation 
covered a range of between 0.948 and 1.058. The average mean score and standard 
deviation of 3.49 and 1.020 respectively indicate that teachers are reasonably satisfied 
that they enjoy the respect of their supervisors.  Twenty-three percent (23%) of all 
respondents were neutral on the statement that their school’s leadership lets them know 
when they could improve their performance.  Seventy-three percent (73%) of all 
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respondents were happy that their school’s leadership keeps them abreast of 
developments at school.  The highest percentage of disagreement is twenty percent 
(20%).  These respondents are of the opinion that their wishes and desires are not 
being considered by their school’s leadership. 
 
4.8.1.1(b) Satisfaction with pay 
 
TABLE 4.8.2: DESCRIPTIVE STATISTICS: TEACHERS’ PERCEPTIONS ON  
  SATISFACTION WITH PAY 
 
CODE 
 
DESCRIPTION 
% 
Disagree 
% 
Neutral 
% 
Agree 
Mean 
Score 
Standard 
deviation 
 
PAY1 
Compared to the rates for similar 
work here, my pay is good 
 
64 
 
17 
 
19 
 
2.32 
 
1.044 
PAY2 I get enough money from my job 
to live comfortably 
61 14 25 2.44 1.132 
PAY3 My pay is adequate to provide 
for the basic things in life 
32 15 53 3.14 1.164 
PAY4 Considering the work required, 
the pay is what it should be 
73 14 13 2.10 1.049 
AVERAGE PERCENTAGE, MEAN AND 
STANDARD DEVIATION 
57.50 15.00 27.50 2.50 1.097 
 
Table 4.8.2 indicates teachers’ perceptions on their satisfaction with the salaries they 
earn.  The mean scores achieved on the four questionnaire statements dealing with 
satisfaction with the pay varied between 2.10 and 3.14.  The standard deviation covered 
a range of between 1.044 and 1.164. The average mean score and standard deviation 
of 2.50 and 1.097 respectively indicate that teachers are not altogether happy with the 
levels of their income.   
 
Fifty-three percent (53%) of respondents felt that their income is sufficient to provide for 
their basic needs. However, seventy-three percent (73%) of all respondents do not  
 
88 
 
believe that their income matches the amount of work they are required to perform. 
 
4.8.1.1(c) Satisfaction with fringe benefits 
 
TABLE 4.8.3: DESCRIPTIVE STATISTICS: TEACHERS’ PERCEPTIONS ON  
  SATISFACTION WITH FRINGE BENEFITS 
 
CODE 
 
DESCRIPTION 
% 
Disagree 
% 
Neutral 
% 
Agree 
Mean 
Score 
Standard 
deviation 
FBEN1 The fringe benefit programme 
here is adequate 
38 33 29 2.81 1.067 
FBEN2 Our fringe benefits cover many 
of the areas they should 
40 33 27 2.76 1.047 
 
FBEN3 
The fringe benefit programme 
here gives nearly all the 
security I want 
 
41 
 
33 
 
26 
 
2.74 
 
1.039 
FBEN4 Compared to other places, our 
fringe benefits are excellent 
49 33 18 2.54 1.061 
AVERAGE PERCENTAGE, MEAN AND 
STANDARD DEVIATION 
42.00 33.00 25.00 2.71 1.054 
 
Table 4.8.3 indicates teachers’ perceptions on their satisfaction with the fringe benefits 
offered by their profession.  The mean scores achieved on the four questionnaire 
statements dealing with satisfaction with fringe benefits varied between 2.54 and 2.81.  
The standard deviation covered a range of between 1.039 and 1.067. The average 
mean score and standard deviation of 2.71and 1.054 respectively indicate that teachers 
are not entirely satisfied with the fringe benefits they currently receive.   
 
Only twenty-nine percent (29%) of respondents agreed that the fringe benefit 
programme in the teaching profession is adequate, while forty-nine percent (49%) 
disagreed with the statement that fringe benefits tin the teaching profession are 
excellent, compared to other workplaces.  It is noteworthy that a high percentage of 
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respondents (33%) remained neutral on the issue of fringe benefits, indicating that 
perhaps they do not rank this aspect very highly in their overall remuneration packages. 
 
4.8.1.1(d) Satisfaction with growth factors 
 
TABLE 4.8.4: DESCRIPTIVE STATISTICS: TEACHERS’ PERCEPTIONS ON  
  SATISFACTION WITH GROWTH FACTORS 
 
CODE 
 
DESCRIPTION 
% 
Disagree 
% 
Neutral 
% 
Agree 
Mean 
Score 
Standard 
deviation 
GROW1 I have the opportunity to do 
challenging things at work 
12 6 82 3.86 0.881 
 
GROW2 
I always get the feeling of 
learning new things from my 
work 
 
16 
 
16 
 
68 
 
3.62 
 
0.950 
GROW3 My job requires that a person 
use a wide range of abilities 
3 4 93 4.25 0.747 
 
GROW4 
My job requires making one or 
more important decision(s) 
every day 
 
5 
 
9 
 
86 
 
4.06 
 
0.793 
AVERAGE PERCENTAGE, MEAN AND 
STANDARD DEVIATION 
9.00 8.75 82.25 3.95 0.843 
 
Table 4.8.4 reflects teachers’ perceptions on their satisfaction with the growth 
opportunities available to them.  The mean scores achieved on the four questionnaire 
statements dealing with satisfaction with growth factors varied between 3.62 and 4.25.  
The standard deviation covered a range of between 0.747 and 0.950. The average 
mean score and standard deviation of 3.95 and 0.843 respectively indicate that 
teachers are very satisfied with the opportunities for professional growth in their 
schools.   
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Ninety-three percent (93%) of teachers responded that their jobs require them to apply 
a wide range of skills and abilities, while sixteen percent (16%) disagreed with the 
notion that their workplace always offers them new learning and growth opportunities.  
 
4.8.1.1(e) Respect from peers 
 
TABLE 4.8.5: DESCRIPTIVE STATISTICS: TEACHERS’ PERCEPTIONS ON  
  RESPECT FROM PEERS 
 
CODE 
 
DESCRIPTION 
% 
Disagree 
% 
Neutral 
% 
Agree 
Mean 
Score 
Standard 
deviation 
 
PEER1 
My co-workers welcome 
opinions different from their 
own 
 
21 
 
16 
 
63 
 
3.46 
 
0.930 
 
PEER2 
I can count on my co-workers 
to give me a hand when I need 
it 
 
5 
 
6 
 
89 
 
4.17 
 
0.809 
PEER3 My co-workers will speak out 
in my favour, if justified 
8 19 73 3.79 0.887 
PEER4 I can tell my co-workers 
honestly how I feel 
10 18 72 3.81 0.936 
AVERAGE PERCENTAGE, MEAN AND 
STANDARD DEVIATION 
11.00 14.75 74.25 3.81 0.891 
 
Table 4.8.5 indicates teachers’ perceptions on the respect they enjoy from their peers.  
The mean scores achieved on the four questionnaire statements dealing with respect 
from peers varied between 3.46 and 4.17.  The standard deviation covered a range of 
between 0.809 and 0.936. The average mean score and standard deviation of 3.81 and 
0.891 respectively indicate that teachers are reasonably satisfied with the respect they 
enjoy from their peers. 
 
The vast majority of the respondents (89%) were confident that they could count on 
their co-workers to assist them when they need assistance.  Twenty-one percent (21%) 
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of the respondents did not agree with the statement that their co-workers are open to 
differences of opinion. The fact that nineteen percent (19%) of all respondents are not 
confident that their co-workers would speak out in their favour, if justified, is an area of 
concern. 
 
4.8.1.1(f) Job performance 
 
TABLE 4.8.6: DESCRIPTIVE STATISTICS: TEACHERS’ PERCEPTIONS ON  
JOB PERFORMANCE 
 
CODE 
 
DESCRIPTION 
% 
Disagree 
% 
Neutral 
% 
Agree 
Mean 
Score 
Standard 
deviation 
 
PERF1 
I will probably do my best to 
perform well on my job in the 
future 
 
3 
 
3 
 
94 
 
4.36 
 
0.701 
PERF2 I often think of improving my 
job performance 
4 6 90 4.12 0.705 
PERF3 I will actively try to improve my 
job performance in the future 
1 5 94 4.29 0.629 
PERF4 I intend to do a lot more at 
work in the future 
6 23 71 3.82 0.826 
AVERAGE PERCENTAGE, MEAN AND 
STANDARD DEVIATION 
3.50 9.25 87.25 4.15 0.715 
 
Table 4.8.6 reflects teachers’ perceptions on job performance at their schools.  The 
mean scores achieved on the four questionnaire statements dealing with job 
performance varied between 3.82 and 4.36.  The standard deviation covered a range of 
between 0.629 and 0.826. The average mean score and standard deviation of 4.15 and 
0.715 respectively indicate that teachers are really positively inclined towards their jobs 
and that they intend performing to the best of their ability.  This should impact positively 
on the quality of teaching at schools. 
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The overwhelming majority of the respondents (94%) indicated that they want to 
perform well in the job, and that they will be looking to further improve their performance 
in the future.  It is noteworthy, however, that almost a quarter of the respondents (23%) 
were neutral on the statement dealing with their intention to do a lot more work in the 
future.  The highest percentage of disagreement is six percent (6%), with these 
respondents not intending to put in more effort at work in the future. 
 
4.8.1.2 Commitment to profession 
 
TABLE 4.9: DESCRIPTIVE STATISTICS: TEACHERS’ PERCEPTIONS ON 
COMMITMENT TO PROFESSION 
 
CODE 
 
DESCRIPTION 
% 
Disagree 
% 
Neutral 
% 
Agree 
Mean 
Score 
Standard 
deviation 
 
COMP1 
I will exert considerable effort 
to enhance the image of my 
profession 
 
2 
 
10 
 
88 
 
4.15 
 
0.707 
 
COMP2 
I am proud to tell others that I 
am a member of my 
profession 
 
8 
 
14 
 
78 
 
4.02 
 
0.936 
COMP3 I am extremely glad that I 
chose this profession 
 
13 
 
15 
 
72 
 
3.83 
 
1.103 
 
COMP4 
My profession inspires the 
very best in me in terms of job 
performance 
 
7 
 
18 
 
75 
 
3.88 
 
0.873 
AVERAGE PERCENTAGE, MEAN AND 
STANDARD DEVIATION 
7.50 14.25 78.25 3.97 0.905 
 
Table 4.9 indicates teachers’ perceptions on their commitment to the teaching 
profession.  The mean scores achieved on the four questionnaire statements dealing 
with commitment to the teaching profession varied between 3.83 and 4.15.  The 
standard deviation covered a range of between 0.707 and 1.103. The average mean 
93 
 
score and standard deviation of 3.97 and 0.905 respectively indicate that there is a fairly 
high level of commitment form teachers towards their profession. 
 
As many as eighty-eight percent (88%) of respondents expressed their willingness to 
exert considerable effort to enhance the image of their profession.  Thirteen percent 
(13%) of all respondents were not particularly glad that they chose the teaching 
profession, while eighteen percent (18%) of the respondents are not inspired to perform 
at the peak of their abilities.  These are areas that should be noted and addressed to 
ensure that all teachers are whole-heartedly committed to the profession. 
 
4.8.1.3 Professional role-modelling 
 
TABLE 4.10: DESCRIPTIVE STATISTICS: TEACHERS’ PERCEPTIONS ON 
PROFESSIONAL ROLE-MODELLING 
 
CODE 
 
DESCRIPTION 
% 
Disagree 
% 
Neutral 
% 
Agree 
Mean 
Score 
Standard 
deviation 
 
COML1 
My school’s leadership inspires 
me to perform at my best 
 
16 
 
18 
 
66 
 
3.60 
 
1.077 
 
COML2 
I am privileged to work under a 
leadership such as my school’s 
 
13 
 
19 
 
68 
 
3.73 
 
1.079 
 
COML3 
I am proud to tell others who 
my school’s leadership is 
 
11 
 
14 
 
75 
 
3.87 
 
1.060 
 
COML4 
I will work even harder if the 
leadership at my school wants 
me to 
 
4 
 
14 
 
82 
 
4.00 
 
0.773 
AVERAGE PERCENTAGE, MEAN AND 
STANDARD DEVIATION 
10.75 16.25 73.00 3.80 0.997 
 
Table 4.10 reflects teachers’ perceptions on professional role-modelling.  The mean 
scores achieved on the four questionnaire statements dealing with professional role-
modelling varied between 3.60 and 4.00.  The standard deviation covered a range of 
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between 0.773 and 1.079.  The average mean score and standard deviation of 3.80 and 
0.997 respectively indicate that teachers are reasonably inspired by and committed to 
their school leadership.  
 
Eighty-two percent (82%) of the respondents indicated their willingness to work even 
harder if required by their school leadership. Sixteen percent (16%) of the respondents 
were not inspired by their school leadership to perform to the best of their ability, while a 
further eighteen percent (18%) of respondents opted to remain neutral on the same 
issue.  Collectively, it means that thirty-four percent (34%) of the respondents were not 
inspired to perform to the best of their ability.  This is very worrying. 
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4.8.1.4 Community engagement 
 
TABLE 4.11: DESCRIPTIVE STATISTICS: TEACHERS’ PERCEPTIONS ON 
COMMUNITY ENGAGEMENT 
 
CODE 
 
DESCRIPTION 
% 
Disagree 
% 
Neutral 
% 
Agree 
Mean 
Score 
Standard 
deviation 
 
CENG1 
I recognise that I need to be a 
positive role-model in my 
community 
 
3 
 
1 
 
96 
 
4.55 
 
0.708 
 
CENG2 
I play an active role in at least 
one community organisation, 
apart from my school 
 
21 
 
13 
 
66 
 
3.64 
 
1.111 
 
CENG3 
I make a genuine effort to 
attend community meetings in 
my area 
 
25 
 
33 
 
42 
 
3.19 
 
1.002 
 
CENG4 
I regularly invite community 
members into my classroom to 
address my learners 
 
54 
 
27 
 
19 
 
2.49 
 
1.037 
 
CENG5 
I find being involved with 
community organisations very 
fulfilling 
 
12 
 
28 
 
60 
 
3.60 
 
0.925 
 
 
CENG6 
My involvement in the 
community allows me to 
augment my classroom 
teaching with real-life 
occurrences in the community 
 
 
8 
 
 
24 
 
 
68 
 
 
3.76 
 
 
0.872 
 
CENG7 
I firmly believe my involvement 
will help advance my 
community 
 
6 
 
20 
 
74 
 
3.84 
 
0.796 
 
CENG8 
My efforts in community 
organisations are duly 
recognised by the relevant 
stakeholders  
 
21 
 
43 
 
36 
 
3.18 
 
0.979 
AVERAGE PERCENTAGE, MEAN AND 
STANDARD DEVIATION 
18.75 23.63 57.62 3.53 0.929 
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Table 4.11 indicates teachers’ perceptions on engaging with their communities.  The 
mean scores achieved on the eight questionnaire statements dealing with community 
engagement varied between 2.49 and 4.55.  The standard deviation covered a range of 
between 0.708 and 1.111. The average mean score and standard deviation of 3.53 and 
0.929 respectively indicate that teachers are reasonably positively inclined towards 
involving themselves in their communities. 
 
The overwhelming majority of the respondents (96%) recognised the need for them to 
be positive role-models in their communities.  An area in which the greater majority of 
teachers were found lacking, is the fact that only sixteen (16%) of them invite 
community members to address their learners. A quarter of the respondents (25%) do 
not make an effort to attend community meetings in their area.   
 
A large portion of the respondents (43%) are neutral to the statement that their efforts in 
community organisations are duly recognised by the relevant stakeholders. A further 
twenty-one percent (21%) disagree with the statement that the relevant stakeholders do 
afford them the due recognition for their involvement in community organisations. 
 
Table 4.12 indicates teachers’ perceptions on the importance of professional 
development at their schools, as well as their roles in promoting this aspect.  The mean 
scores achieved on the eight questionnaire statements dealing with professional 
development varied between 3.15 and 4.26.  The standard deviation covered a range of 
between 0.697 and 1.043. The average mean score and standard deviation of 3.50 and 
0.934 respectively indicate that teachers are fairly positively inclined towards the 
practice of continued professional development at their schools. 
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4.8.1.5 Professional development 
 
TABLE 4.12: DESCRIPTIVE STATISTICS: TEACHERS’ PERCEPTIONS ON 
PROFESSIONAL DEVELOPMENT 
 
CODE 
 
DESCRIPTION 
% 
Disagree 
% 
Neutral 
% 
Agree 
Mean 
Score 
Standard 
deviation 
 
PDEV1 
There is sufficient emphasis on 
professional development at my 
school 
 
20 
 
20 
 
60 
 
3.51 
 
1.043 
 
PDEV2 
Professional development sessions 
at my school are planned very 
meticulously 
 
28 
 
27 
 
45 
 
3.17 
 
1.021 
 
PDEV3 
Previous professional development 
workshops have assisted in forging 
a new direction at my school 
 
16 
 
34 
 
50 
 
3.36 
 
0.923 
 
PDEV4 
Decisions taken at professional 
development workshops are 
timeously implemented at my school 
 
18 
 
30 
 
52 
 
3.35 
 
0.989 
 
PDEV5 
I regard continued professional 
development as essential for 
enhancing job satisfaction 
 
3 
 
6 
 
91 
 
4.26 
 
0.697 
 
PDEV6 
I play an active role in identifying 
particular aspects at my school to be 
addressed during professional 
development workshops 
 
13 
 
 
29 
 
58 
 
 
3.54 
 
0.906 
 
PDEV7 
I have grown immensely as an 
educator from attending previous 
professional development 
workshops 
 
12 
 
25 
 
 
63 
 
3.65 
 
0.943 
 
PDEV8 
Sufficient time is allocated for 
feedback on professional 
development workshops attended 
 
25 
 
34 
 
41 
 
3.15 
 
0.946 
AVERAGE PERCENTAGE, MEAN AND 
STANDARD DEVIATION 
16.88 25.62 57.50 3.50 0.934 
 
The greater majority of the respondents (91%) expressed agreement with the notion 
that continued professional development is essential for enhancing job satisfaction.  
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Quite significantly, only forty-one percent (41%) of the respondents agreed that their 
schools allocate sufficient time for feedback on professional development workshops 
that they attended.  Twenty-eight percent (28%) disagreed with the statement that 
professional development sessions at their schools were planned very meticulously.  A 
further eighteen percent (18%) of the respondents disagreed with the statement that  
decisions taken at professional development workshops were implemented timeously at 
their schools.  All these highlighted issues need to be addressed and resolved if 
professional development is going to take its rightful place in schools, and if it is going to 
enhance job satisfaction, as was understood by the majority of the respondents.  
 
4.8.2 Multiple regression results 
 
4.8.2.1 Multiple regression analysis: motivational factors 
 
Table 4.13 shows that satisfaction with pay (b = -0.19, p < 0.001) is significantly 
negatively related to performance intent of teachers. This means the higher the 
satisfaction with pay, the lower the performance intent of teachers. Teachers are not 
happy with their pay. The more they intend to improve their job performance, the less 
satisfied they become with their pay. 
 
Table 4.13 also shows that satisfaction with growth factors ( r = 0.36, p < 0.001), fringe 
benefits (r = 0.19, p < 0.001) and respect from peers (r = 0.19, p < 0.001) is significantly 
positively related to performance intent of teachers. This means improvements / 
increases in these variables will increase the performance intent of teachers. The 
results however show that satisfaction with pay is significantly negatively (r = -0.19, p < 
0.001) related to the performance intent of employees.  This is worrisome, as this 
means that increase in pay will not increase the performance intentions of teachers.  
Are these teachers so demotivated that even an increase in pay will not increase their 
intent to perform?  
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TABLE 4.13: MULTIPLE REGRESSION RESULTS – MOTIVATIONAL FACTORS 
Dependent Variable: PERFORMANCE INTENT 
R² = 0.32683366 
F(5,310) = 30.102, p < 0.001 
 b* 
Std.Err. –  
of b* 
B 
Std.Err. - 
of b 
t(310) p-value 
Intercept   1.952285 0.197209 9.89956 0.000000 
RRESL 0.073987 0.059488 0.047704 0.038356 1.24373 0.214537 
PPAY -0.193118 0.053443 -0.116361 0.032201 -3.61355 0.000352 
FFBEN 0.191096 0.057273 0.135036 0.040471 3.33659 0.000951 
GGROW 0.365976 0.051858 0.324820 0.046027 7.05720 0.000000 
PPEER 0.194513 0.055605 0.158833 0.045405 3.49813 0.000537 
Note: Numbers in bold indicate a significance level of p < 0.001 
 
The five independent variables together explain 33% (R2 = 0.3268) in the variance 
(movement) of performance intent of teachers.  They are therefore important 
determinants of performance intent of teachers. 
 
4.8.2.2 Multiple regression analysis: organisational variables 
 
Table 4.14 shows that professional development and community engagement do not 
influence the performance intent of teachers significantly. This could mean: (i) teachers 
are not interested in professional development possibly due to dissatisfaction on other 
levels, (ii) the way / type of professional development done at schools does not interest / 
motivate them and (iii) community development actions of the school do not interest / 
motivate them due to dissatisfaction on other levels and the way/ type of community 
development done at schools. 
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TABLE 4.14: MULTIPLE REGRESSION RESULTS – ORGANISATIONAL       
VARIABLES 
Dependent Variable: PERFORMANCE INTENT 
R² = 0.42728168 
F(4,311) = 58.006, p < 0.001 
 b* 
Std.Err. - 
of b* 
B 
Std.Err. - 
of b 
t(311) p-value 
Intercept   1.659838 0.188821 8.790515 0.000000 
PPDEV 0.035559 0.052463 0.024226 0.035743 0.677790 0.498409 
CCENG 0.034351 0.047381 0.025345 0.034958 0.725003 0.468995 
ROLEM 0.235545 0.046306 0.203795 0.040064 5.086709 0.000001 
CCOMP 0.491977 0.057658 0.368441 0.043180 8.532679 0.000000 
Note: Numbers in bold indicate a significance level of p < 0.001 
 
Table 1.14 also indicates that professional role-modelling (r = 0.23, p < 0.001) and 
commitment to profession (r = 0.49, p < 0.001) are significantly positively related to 
performance intent of teachers. This means the more these attitudes are encouraged 
among teachers the higher their performance intent will be. 
 
PPDEV (r = 0.03, p > 0.49) and CCENG (r = 0.03, p > 0.46) are not significantly related 
to the performance intent of educators.  This could be interpreted as either respondents 
not viewing these factors as critical in their performance intent, or alternatively, not 
enough emphasis being placed on these factors by the relevant stakeholders. 
 
The four independent variables together explain 43% (R2 = 0.4273) in the variance 
(movement) of performance intent of teachers.  They are therefore even more important 
determinants of performance intent of teachers than the motivational factors. 
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4.9 CHAPTER SUMMARY 
 
In this chapter a brief discussion of the methodology that was used to conduct the 
research study was given.  It explained the research paradigm, the sample, the 
measuring instrument as well as the pilot group that was part of the study.  The 
researcher also discussed the reliability and validity of the measuring instrument.  The 
researcher proceeded to explain how the data were collected and provided an 
explanation of the actual response rate. 
 
In this chapter, the empirical results were reported and analysed.  The data from the 
316 questionnaires collected from school-based educators at various Primary and 
Secondary schools in the Uitenhage Education District were analysed.  The responses 
to the individual questionnaire statements were analysed to obtain the perceptions of 
teachers on the elements that might impact their performance intent.  The aim was to 
test the relationship between the independent variables, i.e. motivation, commitment to 
profession, commitment to the leader, community engagement and professional 
development and the dependent variable, which was performance intent of educators.   
 
The next chapter, Chapter Five, will provide a brief analysis of the descriptive statistics, 
emphasising the managerial implications of the empirical findings, as well as the 
conclusions and recommendations.  
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CHAPTER 5 
 
FINDINGS, CONCLUSIONS AND RECOMMENDATIONS 
 
5.1 INTRODUCTION 
 
In this final chapter, the empirical findings of the study, as well as the managerial 
implications resulting from this study are discussed.  The results are compared with 
previous research findings in the literature and conclusions are drawn from these 
comparisons. Recommendations about potential future research that can be conducted 
to build upon this research study are also made. 
 
5.2 ANALYSIS OF RESEARCH FINDINGS 
 
In the literature review in Chapter Two, the researcher highlighted the following factors 
which impact on the performance intent of educators: motivation, commitment to the 
profession, commitment to the leader, community engagement and professional 
development.  This section evaluates the results that were derived from the descriptive 
statistical analysis for each variable in relation to the literature. 
 
5.2.1 Motivation 
  
In this study, the relationship between motivation and the performance intent of 
educators was investigated.  Given that individuals are motivated by different aspects, 
this topic was further sub-divided to investigate teachers’ perceptions on these 
elements, including respect from their supervisor, satisfaction with pay, satisfaction with 
fringe benefits, satisfaction with growth factors, satisfaction with respect from peers and 
satisfaction with their job performance. 
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The average mean score for teachers’ perceptions on respect from their supervisor was 
3.49 and the average standard deviation was 1.020, as indicated in Table 4.8.1. The 
results from the multiple regression analysis indicated that respect from the leader had 
no significant relationship with the performance intent of teachers. This suggests that 
although respondents rate respect from their supervisor highly at their respective 
schools, this fact does not increase their performance intentions.  
 
The Senior Management Team (SMT) of the school – consisting of the principal, 
deputy-principals, heads of department and subject heads – plays a pivotal role in 
ensuring that those under their supervision maintain high levels of motivation.  It is 
essential that those in supervisory positions keep those under their care abreast of what 
is happening in the school.  First and foremost, staff members need feedback on their 
own performance. Subject heads and Heads of Department are key in not only 
identifying areas in which educators need to improve, but also in reinforcing and 
complementing good practices displayed by those under their care.  Furthermore, 
decisions taken at SMT level which impact on the professional lives of the rest of the 
staff must be effectively communicated.  Similarly, communication from the Department 
of Education must be circulated and clarified timeously, so as to prevent any mistrust 
developing amongst staff members.   
 
All staff members must be allowed the opportunity to express their opinions on matters 
related to their work lives.  Affording them the opportunity to make suggestions on 
issues ranging from curriculum development and implementation, co-curricular and 
extra-curricular activities, staff development activities and interaction with other 
stakeholders will inculcate a sense of belonging in staff members.  This should then 
translate in individuals who feel valued as part of the team, and who will be motivated to 
perform optimally to ensure that the team is successful.  It is essential, therefore, that 
those in supervisory positions listen to the wishes and desires of those in their care and 
treat them with the greatest measure of respect. 
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The average mean score for respondents’ satisfaction with pay was 2.50 and the 
average standard deviation was 1.097, as indicated in Table 4.8.2.  In terms of the 
multiple regression analysis, respondents’ satisfaction with pay was significantly 
negatively (r = -0.19, p < 0.001) related to their performance intentions.  Both the results 
of the descriptive statistics and the multiple regression results indicate that the 
respondents were not satisfied with their pay and that higher pay will not even increase 
their intent to perform. 
 
It is common practice to compare salary levels with those with similar qualifications and 
similar years of working experience.  Often teachers will look across the fence and 
comment on the salaries earned by those youngsters whom they have taught not too 
long ago, and they will feel undervalued.  Teachers’ salaries in South Africa have 
increased quite significantly over the past couple of years.  Even the minimum salary 
level for a newly appointed teacher has shown a marked increase, compared to 
previous years.  Hence, while many teachers still feel that they do not earn enough 
money to live comfortably, it must also be accepted that very often an increase in 
income is accompanied by increased spending and consumption.   Hence, it is highly 
debatable as to whether workers in general, and teachers in particular, will ever be 
satisfied with their salary level. 
 
The School Management Team (SMT) has very little, if any, control over the salary 
levels of state-paid teachers.  These are negotiated in bargaining councils by the 
employer and labour unions.  However, the principal has the responsibility of ensuring 
that teachers receive what is due to them.  Therefore, the principal has to follow up on 
new appointments and promotions, ensuring that all required documentation are 
completed so as to facilitate a speedy transition to the correct salary level.  New 
appointees are understandably keen to receive their improved salaries, and any 
unnecessary delays could lead to their becoming de-motivated and impact negatively 
on their performance intent. 
 
105 
 
As a result of the continued right-sizing of state departments, many schools have had to 
resort to employing teachers through their School Governing Bodies (SGBs) to ensure 
that most, if not all, classes have teachers.  Very few schools are in the financial 
position to match the salary levels paid by the state.  Often, teachers appointed by 
cash-strapped School Governing Bodies have to be satisfied with less than half the 
salary level received by their state-paid colleagues.  This is despite the fact that their 
workload is similar, if not heavier, than that of their state-paid colleagues.  Principals 
must work closely with the School Governing Body in pursuit of ways to constantly 
improve the salary levels of those teachers in their employment. 
 
The average mean score for teachers’ perceptions on satisfaction with fringe benefits 
was 2.71 and the average standard deviation was 1.054, as indicated in Table 4.8.3.  In 
terms of the multiple regression analysis, teachers’ satisfaction with fringe benefits was 
positively related (r = 0.19, p < 0.001) to their performance intentions.  This serves to 
indicate that teachers generally feel that fringe benefits made available to them can be 
improved upon and if that happens, their performance intentions will be increased.. 
 
Compared to years gone by, the fringe benefit scheme of teachers has undergone 
substantial changes.  The housing subsidy – which used to be a major pulling force for 
many professional teachers – has been slashed markedly, although it is still treasured in 
these times when the cost of accommodation in South Africa has risen sharply over 
recent years.  The government has initiated the Government Employees Medical 
Scheme (GEMS) a few years ago.  Initially, members who joined this medical scheme 
enjoyed significant cost-saving benefits compared to those members attached to other 
medical scheme companies.  However, in recent times the contributions payable by 
members have soared steadily, while the benefits offered to its members have become 
less appealing.  Administrators of the Government Employees’ Pension Fund (GEPF) 
have gone to great lengths in the past couple of years to quell fears amongst teachers 
and other state-paid employees that they will not receive the benefits due to them.  
Rumours about the Fund teetering on the brink of bankruptcy have resulted in many 
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teachers reconsidering their futures in the teaching profession, while some of these 
teachers have decided to exit the profession earlier than planned, if only to “grab and 
run with” what belonged to them, while the well has not yet “totally run dry”. 
 
While some teacher unions may brief their members regularly with regard to important 
changes to their conditions of service via newsletters and other means of 
communication, it is more desirable for the staff to receive such important information 
through the initiative of the School Management Team.  It is essential that management 
arrange sessions to ensure that staff members are updated whenever there are 
changes to the fringe benefits structure of the workers (teachers).  This may take the 
form of information sessions or workshops conducted by departmental officials, or 
others knowledgeable in the field.  Uncertainty tends to paralyse even the most 
dedicated staff member, and therefore, the principal and the SMT need to stay abreast 
of the latest developments affecting the teaching profession, and address such issues 
timeously and professionally.  Failure to do this, may result in teachers feeling that 
matters affecting them are not considered important by the principal and SMT.  This 
may affect their levels of motivation negatively. 
 
The average mean score for teachers’ perceptions on satisfaction with growth factors 
was 3.95 and the average standard deviation was 0.843, as indicated in Table 4.8.4.  In 
terms of the multiple regression analysis, perceptions on satisfaction with growth factors 
registered at r = 0.36, p < 0.001, as indicated in Table 4.8.2.1.  This serves to indicate 
that teachers are generally satisfied with the opportunities for personal and professional 
growth afforded them at their respective schools and that these opportunities increase 
their performance intentions.   
 
The principal and the SMT should be aware of the skills and abilities of all staff 
members.  Even more importantly, the management team must create opportunities for 
staff members to utilise these skills and abilities in the interest of not only themselves, 
but also in the interest of the broader school community.  For this to happen, it is 
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essential that the principal and SMT should not feel threatened by the knowledge, skills 
and abilities acquired by those in lower post levels.   
 
Too often in the past have we witnessed situations where schools are paralysed when 
those responsible for most of what happens at these institutions, retire, resign or move 
on to other institutions.  Tasks should be delegated and rotated to involve as many of 
the staff members as possible.  Furthermore, staff members should be constantly 
encouraged to move beyond the imaginary borders that people tend to draw for 
themselves.  Some individuals need to be pushed at times to attempt the unknown, 
often with surprisingly positive results.   
 
Especially in these times of the restructuring of the teaching profession and diminishing 
teaching staff complements, it may be risky to depend on one or two individuals for the 
smooth functioning of the school.  The number of teachers capable of efficiently and 
effectively performing administrative functions such as time-tabling, procurement and 
learner registration, and taking charge of the organisation of school functions, must be 
increased.  Management must also strive, where feasible, to involve more teachers in 
the decision-making processes at school.  This would tend to increase the sense of 
belonging and being needed among staff members, and should result in higher levels of 
motivation and performance intent.    
 
The average mean score for teachers’ perceptions on respect from peers was 3.81 and 
the average standard deviation was 0.891, as indicated in Table 4.8.5.  In terms of the 
multiple regression analysis, respect from peers registered at r = 0.19, p < 0.001, as 
indicated in Table 4.8.2.1.  This would indicate that teachers generally feel satisfied that 
they enjoy the respect of their peers at their respective schools and that this has a 
positive influence on their performance intentions. 
 
A school is a community of individuals from different backgrounds, beliefs and value 
systems.  The manner in which people judge particular situations is majorly influenced 
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by these belief systems.  Given that teamwork is such a key ingredient in pursuit of an 
effective, successful organisation, mutual respect between colleagues and subordinates 
and superiors is absolutely non-negotiable.   
 
The principal and SMT must encourage staff members to speak freely and openly 
during staff meetings and one-on-one sessions, but always with the objective of 
contributing towards the advancement of the organisation.  It is important for school 
improvement that healthy debates be encouraged and that teachers be allowed to 
challenge the status quo.  In this regard it is important that the principal or supervisor 
maintains a balanced view, so that the sincere opinions of individuals are not treated 
with disdain.  Principals should be wary not to weigh what is being said based on the 
position or history of the individual who utters the words, but based rather on the actual 
content of the opinion.   
 
Simultaneously, principals need to be alert to the formation of factions within the staff.  
There is absolutely nothing wrong with colleagues supporting a particular argument or 
opinion, as long as there are no hidden agendas being promoted.  Such factions need 
to be identified and deliberately eliminated as a matter of urgency.  Principals need to 
be firm and objective in keeping discussions impersonal and relevant, and not allowing 
“point-scoring” exercises between colleagues.   
 
The average mean score for teachers’ perceptions on job performance was 4.15 and 
the average standard deviation was 0.715, as indicated in Table 4.8.6.  This is a 
relatively high rating and indicates that teachers in the surveyed schools are generally 
committed to improving their job performance in future. 
 
The Integrated Quality Management System (IQMS) offers an authentic basis for 
measuring the job performance of teachers.  A positive progression in terms of the 
measuring instrument used to measure the performance of teachers, ultimately resulted 
in teachers being rewarded with salary adjustments on an annual basis.  However, 
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there have been numerous documented problems with this system.  Amongst others, 
the scoring by the peer and the supervisor of the individual often occurs in a rather 
haphazard manner.  Many teachers are of the opinion that they do not employ their 
colleagues, and ought not to be required to measure their performance.  During times of 
job performance evaluation, therefore, teachers are not as thorough in terms of 
measuring the performance of their peers.  Often these sessions would degenerate into 
merely completing the evaluation forms for the sake of it, and there would be no real 
identification of areas of weakness needing improved performance.   
 
A person’s job performance is influenced by various factors, including the physical work 
environment, availability of required resources, the physical and mental well-being of 
the individual, as well as the support systems available to the teacher.  While 
management needs to consider these and other relevant factors when evaluating the 
performance of teachers, it is essential that teachers be constantly made aware of the 
very important task they have to perform.  As such, management must not allow or 
accept mediocrity and below-par performances from staff members.  Setting high, 
realistic standards and measuring the performances of staff members against these 
standards, and implementing remedial steps, when required, ought to be a key focus 
area of management.  Management must do everything humanly possible to ensure 
that the school environment is conducive to quality teaching and learning, and must act 
accordingly if this is not the case. 
 
5.2.2 Commitment to the profession 
 
In this study, the relationship between commitment to the teaching profession and the 
performance intent of educators was investigated.  The average mean score for 
commitment to the teaching profession was 3.97 and the average standard deviation 
was 0.905, as indicated in Table 4.9.  In terms of the multiple regression analysis, 
commitment to the teaching profession registered at r = 0.49, p < 0.001, as indicated in 
Table 4.8.2.1.  This suggests that respondents rate commitment to the teaching 
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profession highly at their respective schools.   Their professional commitment also 
increases their performance intentions. 
 
Despite all the negative publicity surrounding the quality of the South African 
educational system, the teaching profession is still nowadays considered a noble 
profession.  This assertion is based on the fact that teachers work with the lives and 
impact so significantly on the livelihood of current and future generations.  Teachers are 
required to go beyond the call of duty to assist learners to carve out an existence for 
themselves in this globally-competitive and demanding society in which  we are living.  
Starting with the teacher who teaches the learner to write his/her name in primary 
school to the teacher who assists learners in choosing future career paths, it is an 
indisputable fact that teachers exert a great deal of influence over the lives of those in 
their care.  Hence, it is imperative that teachers accept this simple truth and attempt 
everything in their power to ensure that such influence impacts positively on the lives of 
the learners in their care.   
 
Society has a particular expectation of those individuals who commit themselves to the 
teaching profession.  These teachers are expected to lead by example and to maintain 
an impeccable personal and professional lifestyle.  It is incumbent on every teacher to 
maintain high moral standards in his/her personal life.  While there is a general 
understanding and acceptance of the human fallibility of teachers, there is a 
simultaneous expectation that these individuals will make the correct choices in life, and 
act responsibly at all times.  When teachers do not live up to these standards, they 
inflict immeasurable damage to the image of the professional teacher.      
 
Management has the important task of inculcating in staff members their responsibility 
towards maintaining and even enhancing the image of the professional teacher.  This is 
particularly essential in those instances where individuals turn to the teaching 
profession on the back of failing to secure employment in their preferred career path.  
This is often the case when individuals opt to do a Post-graduate Certificate in 
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Education qualification – a one-year qualification – after they have completed their first 
qualification and battled to find employment in their chosen field.   
 
It is only when teachers have an in-depth understanding and appreciation of their 
responsibilities that they can be held accountable for any transgressions.  To this end, 
management must arrange regular sessions where teachers are invited to reflect on 
their personal and professional conduct.  Comments – both positive and negative – from 
former learners and members of society can be shared during these sessions.   In 
instances where individuals indulge in unbecoming behaviour, management needs to 
work with these individuals to modify such behaviour.  Such intervention must be done 
in a professional and confidential manner. 
 
It is important to validate workers and the contributions they make to the organisation.  
Management must highlight dates and events important to the teachers.  Remembering, 
for example, to congratulate teachers on International Teachers’ Day on 5 October and 
commemorating the day with a special assembly could be a small way of instilling a 
sense of pride in them.  Such a gesture would be even more meaningful if the learners 
and their parents were to play leading roles in the organisation and staging of the event. 
 
5.2.3 Professional role-modelling 
 
In this study, the relationship between professional role-modelling and the performance 
intent of educators was investigated.  The average mean score for professional role-
modelling was 3.80 and the average standard deviation was 0.997, as indicated in 
Table 4.10.  In terms of the multiple regression analysis, professional role-modelling 
registered at r = 0.23, p < 0.001, as indicated in Table 4.8.2.1.  This suggests that 
respondents rate professional role-modelling highly at their respective schools and that 
their performance intentions are increased by this fact.  
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Osman (2012) asserts that school principals are required to help improve the school 
climate and create an environment conducive to learning for teachers, learners and the 
school community.  According to Daft and Macic (2004: 376) leadership relates to the 
ability to influence people towards the accomplishment of goals.  Leadership takes 
various forms and we identify different leadership styles.  It would be foolhardy even to 
attempt to propose one leadership style over the next, given that people’s behaviour 
tends to vary over time.   
 
Followers tend to look for particular traits in a leader before they subject and commit 
themselves to his/her command.  Firstly, followers expect their leader to set the 
example, especially in a situation where the leader exerts a great deal of influence, such 
as in a school set-up.   The leader needs to inspire the followers to buy into the vision of 
the organisation, so that they may be motivated constantly to perform at their optimum 
levels.  This would require the leader to take ownership of the vision of the organisation 
first.  Teachers who are committed to the vision as espoused and lived by the principal 
and management of the school will tend to want to work even harder, so as not to 
disappoint the leader. 
 
Followers expect their leader to communicate clearly and effectively.  This should 
ensure that there will be little, if any, excuse for non-compliance.  The principal must 
ensure that the channels of communication between him/her and the followers remain 
open to facilitate the effective discharge of duties.  The principal must take care that 
he/she communicates relevant information timeously to the teachers – especially 
information that may significantly affect the personal or professional lives of teachers.  
Furthermore, when the leader and follower maintain a relationship of frank 
communication, it should serve to decrease the likelihood of mistrust developing 
between them.  Followers would find it very difficult to display any form of commitment 
towards their leader, if they do not trust the leader.    
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Management needs to be even-handed in the way they deal with teachers who default 
on agreed arrangements.  It would be very easy for management to lose the 
commitment of teachers if there were a perception of bias towards particular individuals.    
 
5.2.4 Community engagement 
 
In this study, the relationship between community engagement and the performance 
intent of educators was investigated.  The average mean score for community 
engagement was 3.53 and the average standard deviation was 0.929, as indicated in 
Table 11.  In terms of the multiple regression analysis, community engagement 
registered at r = 0.03, p = 0.47, as indicated in Table 4.8.2.1.  This suggests that 
respondents rate community engagement highly at their respective schools.  Their 
community engagement also drives their performance intentions.  
 
Based on the research findings, most respondents appreciate the need for them to 
serve as positive role-models in their communities.  Teachers exercise a massive 
influence on how their learners perceive life.  It is imperative, therefore, that teachers 
live their lives based on sound values and principles, and that they set a proper 
example in their communities.  When learners have a negative view of the personal life 
of their teacher, it could become a barrier to the attempted transfer of knowledge, skills 
and values in the classroom situation.  In this regard, management needs constantly to 
impress on teachers the need to live an exemplary life.  When a teacher’s choices in 
his/her personal life should become an embarrassment to the teacher, the school and 
the broader teaching profession, management must intervene timeously and decisively.  
The initial emphasis of such intervention must be to guide the individual towards better 
decision-making and a healthier lifestyle.  
 
Learning extends beyond the borders of the classroom.  Generally, teachers possess 
such skills as planning and organisational ability, communication and problem-solving 
skills which are normally in short supply in our community organisations, especially 
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voluntary organisations.  There is, therefore a need for teachers to become involved 
with community organisations, as the work they do directly or indirectly impacts on what 
happens in the classroom.  For example, playing an active part of social upliftment 
organisations in the community and improving the livelihood of members of society may 
result in the provision of basic needs of parents and their children.  Such satisfaction of 
their basic needs may result in learners being more receptive to learning and improving 
their performance in class. 
 
In general, teachers accept that they have an important role to play in community 
organisations.  Upon closer investigation, however, it has come to light that active 
teacher involvement in community organisations vary from limited to non-existent.  
Teachers offer a variety of reasons for their limited involvement in community 
organisations, ranging from an overburdening workload to not receiving the recognition 
they feel they deserve for their involvement.  Management would do well to record and 
highlight the involvement of staff members in community organisations.  This may well 
serve as a source of encouragement to those colleagues who have not made the time 
to engage with organisations in their communities.  Furthermore, management must 
encourage teachers to share their experiences in community organisations, and how 
involvement in these organisations has augmented their classroom teaching.  
 
Teachers should be encouraged to invite community members to their classrooms to 
deal with topics relevant to the work experience of such members.  Not only could such 
an initiative assist in bringing the subject matter to life; coming into contact with people 
who are successful in their careers may also serve to inspire the learners to work even 
harder, especially if such people are former learners of the school, or people who live in 
their communities.  For example, an Accounting teacher may invite a person working at 
the South African Revenue Services (SARS) to speak to the learners on the topic of 
taxation.  Again, such an arrangement becomes easier to realise when the teacher is 
involved with community organisations where they network with a diverse group of 
people.  Management could be required to assist with such arrangements and to 
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oversee possible follow-up interaction.  For this reason, management needs to be 
flexible in terms of allowing learning to take place in forms other than the conventional 
manner.  
 
5.2.5 Professional development 
 
In this study, the relationship between professional development and the performance 
intent of educators was investigated.  The average mean score for professional 
development was 3.50 and the average standard deviation was 0,934, as indicated in 
Table 4.12.  In terms of the multiple regression analysis, professional development 
registered at r = 0.35, p = 0.50, as indicated in Table 4.8.2.1.  This suggests that 
respondents rate professional development highly at their respective schools and that 
this facet of school management increases their performance intentions.  
 
According to recently published reports, South African learners continue to perform very 
poorly in standardised numeracy and literacy assessment tasks.  Various reasons are 
offered for this sad reality, ranging from overcrowded classrooms to a lack of resources 
and under-qualified teachers.  There is no doubt in the mind of the researcher that an 
important reason for the poor performance of our learners has to do with the quality of 
classroom teaching.  Professional development is an essential element in ensuring the 
delivery of quality teaching in the classroom situation.  It becomes even more important 
in a situation where there is a change in curriculum and a change in methodology, such 
as what we have witnessed in the South African education system in recent times.  
These reforms to the education system demand the re-orientation and up-skilling of all 
teachers, but in particular those who have been in the profession for many years and 
have become set in their teaching styles.  Based on the research findings it is evident 
that not all respondents were totally convinced that enough emphasis was placed on 
professional development at their respective schools.  This is despite the overwhelming 
belief of those who participated in the research study that professional development 
enhances their job satisfaction.        
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The professional development of teachers is also essential with regard to producing 
workers with the correct skills set, as demanded by a labour market under intense 
scrutiny due to global competition.  The type of worker required thirty years differs vastly 
from the type required nowadays.  There is, therefore, a constant attempt to adjust our 
curricula – both at school level as well as at institutions of higher learning – to meet the 
requirements of the global economy.   
 
The professional development of teachers becomes even more crucial nowadays 
because of the introduction of the Post-graduate Certificate in Education qualification.  
This one-year qualification offers students the opportunity to switch their career path 
upon completion of their first degree.  Often one finds that those who follow this route 
are people who could not find employment in the chosen career fields upon completion 
of their studies.  They then turn to this course of study without having had any ambition 
of becoming a teacher, and without having had the intensive training needed to become 
a successful teacher.  This lack of in-depth training often results in such individuals 
falling short in terms of the methodologies and “soft skills” required in having to deal 
with changing curricula and overcrowded, under-resourced South African classrooms.   
 
Management must ensure that all staff members are exposed to sufficient opportunities 
for professional development so as to encourage the improved performance intent of 
teachers.  Even those teachers who have been in the profession for many years and 
who feel that there is nothing new for them to learn, must be constantly encouraged – 
and if needs be, pushed – to attend professional development workshops. 
 
Planning professional development workshops meticulously and well in advance are 
key components in ensuring the success of such sessions.  There is nothing as 
frustrating as sitting in a professional development workshop – something supposed to 
be uplifting and informative – where the facilitator proceeds to read from the screen 
information with which the greater number of participants is familiar.  The outcomes of 
such sessions must be meticulously planned and participants should leave the 
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gathering feeling it was beneficial to have been in attendance.  School management 
must give notice of such planned professional development sessions well in advance to 
ensure maximum attendance and to allow those participants who prefer to prepare well 
before attending such sessions sufficient time to do so.   
 
Often participants in a professional development workshop would leave such a session 
feeling refreshed, uplifted and looking eagerly forward to experiencing the effect of what 
was discussed.  However, the research findings appear to suggest that decisions taken 
at these workshops are generally not implemented timeously.  It is the responsibility of 
management to ensure that decisions taken at professional development workshops 
arranged and conducted by the School Development Team (SDT) are implemented 
timeously to ensure maximum effect and to cultivate enthusiasm for future workshops.  
It becomes more difficult, however, to ensure timeous implementation of decisions 
taken at workshops conducted by other stakeholders, for example the Department of 
Education.  This should, however, not prevent the SMT from pursuing the matter, 
particularly if it would benefit the teaching and learning processes at the school.   
 
Deciding on the topics for discussion at professional development workshops cannot be 
the sole domain of the SMT.  Staff members must be consulted with regard to which 
topics they need clarity or guidance on.  Ultimately, the purpose of these workshops 
should be to propel staff members – both individually and collectively – to new heights 
in terms of quality of teaching and performance intent.  When issues identified for 
discussion by teachers are addressed, they feel that their interests are also being 
served and it may provide them with renewed impetus in the classroom situation.   
 
Based on the research findings, most respondents are of the opinion that not enough 
time is allocated for feedback on professional development workshops attended.  This 
renders the effort of attending these sessions in the first place null and void.  It is to be 
hoped that new information is transmitted and new decisions taken at such workshops.  
To ensure that everybody is on the same page, it is important that management allocate 
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sufficient time for reflection on decisions taken so that there may be a common 
understanding amongst all staff members.  It is only when there is absolute clarity on 
the way forward that teachers can be held accountable when defaulting on agreed 
arrangements.  Implementation of decisions taken at these sessions becomes a lottery, 
and ultimately a farce, when there is the vaguest doubt as to the exact meaning and 
scope of such decisions. 
 
5.3 LIMITATIONS OF THE STUDY  
 
Limitations include the context effects, sampling error, instrumentation effects and 
generalising (Mouton, 2006:161). In spite of the genuine effort of the researcher to 
ensure maximum validity in terms of sample selection and construction of the 
questionnaire, the following limitations to this study must be highlighted.  Firstly, 
questionnaires were distributed to only a section of all the schools in the Uitenhage 
Education District, which in turn form a relatively small portion of all schools in the 
Eastern Cape Province. Consequently, the research findings cannot be generalised to 
all schools in the province.  However, the reliability and validity of the measuring 
instrument, however, provide a more than useful foundation upon which 
recommendations for improving the performance intent of educators in Eastern Cape 
schools can be based.  Secondly, the research findings were entirely based on the 
perceptions of the respondents.  The performance intent of teachers was, therefore, 
not based on contextual factors such as class size, school budget and pass 
percentages. 
 
Against this background, some recommendations for future research are offered. Firstly, 
this study is limited to the Uitenhage Education District of the Eastern Cape. Given the 
significance of this kind of study, it is recommended that a larger sample size be used 
for future research so that findings may be more representative of not only schools in 
the Eastern Cape Province, but indeed schools in the entire South Africa. 
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Secondly, the researcher has found limited literature dealing with the issue of 
community engagement at school level.  Most of the available literature dealt with 
interaction between universities and the communities they serve.   Further to this, it also 
appears from the research findings that  teachers are generally not very active in 
community organisations.  Future research could zoom in more closely on the 
engagement between teachers, schools and their communities and the impact thereof 
on the performance intent of teachers.  
 
5.4 CHAPTER SUMMARY 
 
The purpose of the study was to improve the performance intent of educators in public 
schools in the Uitenhage Education District.  The study investigated the relationships 
between each of the independent variables, i.e. motivation, commitment to profession, 
commitment to the leader, community engagement and professional development and 
the impact of these variables on the dependent variable, i.e. the performance intent of 
educators. 
 
The researcher used a pilot group of seven experts with vast experience in the 
education field to refine the self-constructed questionnaire.  The respondents consisted 
of 316 teachers including principals, deputy-principals, heads of department and post 
level one teachers serving in primary and secondary public schools in the Uitenhage 
District of the Eastern Cape Department of Education. 
 
The empirical results indicate that all the independent variables, i.e. motivation, 
commitment to profession, commitment to the leader, community engagement and 
professional development impact significantly on the performance intent of educators at 
public schools in the Uitenhage Education District. It is to be hoped that this study can 
make a meaningful contribution towards future research and improving the performance 
intent of educators in schools in the Uitenhage Education District and the Eastern Cape 
Department of Education as a whole.  
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ANNEXURE 1: THE QUESTIONNAIRE COVERING LETTER 
 
6 July 2012 
Dear Respondent 
 
In partial fulfilment of the requirements for the Master’s Degree in Business 
Administration at the Nelson Mandela Metropolitan University (NMMU), I am currently 
conducting a study on performance-related issues of educators at public schools. I 
believe this study will make an important contribution to the improvement of overall 
performance of public schools.  It would be greatly appreciated if you would avail some 
of your precious time to provide me with the required information by completing the 
attached questionnaire.  The information you share will be treated as STRICTLY 
CONFIDENTIAL.  ANONYMITY IS STRICTLY GUARANTEED.   
 
The questionnaire has been prepared in such a way that it will require no more than ten 
(10) minutes to complete.  There are no correct or incorrect answers. Please answer the 
questions as accurately as possible. For each statement, tick (with a cross X) the 
number which best describes your experience or perception.  For example, if you 
strongly agree with the statement, tick the number 5.  If you strongly disagree with the 
statement, tick the number 1.  Similarly, if you believe a stated variable is very important 
strongly, tick the number 5 and if you believe the stated variable is not important, tick 
the number 1. Tick only one answer for each statement and answer all questions 
please. 
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Please return the completed questionnaire by 28 September 2012.  For any clarification 
pertaining to the questions posed, contact me on 0832279712.   
 
Your involvement in this study is VOLUNTARY and you may withdraw from this study at 
any time should you feel uncomfortable or if any action in this study compromises your 
confidentiality and anonymity.  The research findings will be made available to you 
should you request them.   
 
Thank you very much for your time and co-operation. 
 
 
MARK WILLIAMS      PROF CA ARNOLDS  
(Researcher)       (Research supervisor) 
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ANNEXURE 2: THE MEASURING INSTRUMENTS 
 
MOTIVATION: 
 
Satisfaction with pay 
Compared to the rates for similar work here my pay is good 
I get enough money from my job to live comfortably 
My pay is adequate to provide for the basic things in life 
Considering the work required my pay is what it should be 
 
Satisfaction with fringe benefits 
The fringe benefit programme here is adequate 
Our fringe benefits cover many of the areas they should 
The fringe benefits programme here gives me all the security I want 
Compared to other places, our fringe benefits are excellent 
 
Satisfaction with respect from peers 
My co-workers welcome opinions different from their own 
I can count on my co-workers to give me a hand when I need it 
My co-workers will speak out in my favour, if justified 
I can tell my co-workers honestly how I feel 
 
Satisfaction with respect from school’s leadership 
My school’s leadership lets me know when I could improve my performance 
My school’s leadership encourages people to make suggestions 
My school’s leadership takes account of my wishes and desires 
My school’s leadership keeps me informed about what is happening in the school 
 
Satisfaction with opportunities for growth 
I have the opportunity to do challenging things at work 
I always get the feeling of learning new things at work 
My job requires that a person use a wide range of abilities 
My job requires making one or important decision(s) everyday 
 
Satisfaction with job performance 
I will probably do my best to perform well on my job in the future 
I often think of improving my job performance 
I will actively try to improve my job performance in the future 
I intend to do a lot more at work in the future 
 
COMMITMENT TO THE PROFESSION: 
I will exert considerable effort to enhance the image of my profession 
I am proud to tell others that I am a member of my profession 
I am extremely glad that I chose this profession 
My profession inspires the very best in me in terms of job performance 
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COMMITMENT TO THE LEADER: 
The leadership at school inspires me to perform at my best 
I am privileged to work under a leadership such as my school’s 
I am proud to tell others who my school’s leadership is 
I will work even harder if the leadership of my school wants me to 
 
COMMUNITY ENGAGEMENT: 
 
My involvement with the community 
I recognise that I need to be a positive role-model in my community 
I play an active role in at least one community organisation, apart from my school 
I make a genuine effort to attend community meetings in my area 
I regularly invite community members into my classroom to address my learners 
 
Benefits of my involvement with the community 
I find being involved with community organisations very fulfilling 
My involvement in the community allows me to augment my classroom teaching with 
real-life occurrences in the community 
I firmly believe my involvement will help to advance my community 
My efforts in community organisations are duly recognised by the relevant stakeholders 
 
PROFESSIONAL DEVELOPMENT: 
 
Professional development at my school 
There is sufficient emphasis on professional development at my school 
Professional development sessions at my school are planned very meticulously 
Professional development workshops have assisted in forging a new direction for my 
school 
Decisions taken at professional development workshops are timeously implemented at 
my school 
 
My attitude towards professional development 
I regard continued professional development as essential for enhancing job satisfaction 
I play an active role in identifying particular aspects at my school to be addressed during 
professional development sessions 
I have grown immensely as an educator from attending previous professional 
development workshops 
Sufficient time is allocated for feedback on professional development workshops 
attended 
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ANNEXURE 3: FORM E: ETHICS CLEARANCE FOR 
TREATISES/DISSERTATIONS/THESES 
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